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ABSTRACT 
A within subject pretest-posttest comparison design was used to explore the effectiveness 
of direct instruction in transition skills on improving the ability of students with specific learning 
disabilities to articulate their needs, preferences, and interests during a mock Individualized 
Education Plan (IEP) case scenario. Twenty students with specific learning disabilities at Hudson 
Middle School were involved in the study and placed into predetermined groups, a control group 
and test group, which were both involved with and evaluated in the pretest, evaluated by four 
school personnel. The test group was given specifically designed instruction in the area of 
transition and communication skills and the control group continued to receive instruction with 
transition. Both groups were evaluated at the conclusion of the study to determine if the 
instruction helped students in the test group to make gains. 
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CHAPTER ONE 
Introduction 
Background 
Students who have been identified with specific learning disabilities are entitled to "a free 
appropriate public education that emphasizes special education and related services designed to 
meet their unique needs and prepare students for further education, employment, and 
independent living" (IDEA, 2004, p. 1). Public schools should have a process in place to meet 
the intent of the law; however, private schools are not required to abide by the same public 
school legislation. Each identified student has an IEP or Individualized Education Program, 
which is a written statement for each child with a disability that is developed, reviewed, and 
revised (U.S. Department of Education 2000; U.S. Department of Education, 1992). 
Studies relating to student with learning disabilities have been conducted by the state of 
Wisconsin. "Students with specific learning disabilities (SLD) represent one of the largest 
disability areas in the state. Almost half of the special education population has been identified as 
having a specific learning disability. There were approximately 55,000 students identified as 
having learning disabilities in Wisconsin during the 2001 -2002 school year. This figure 
represents slightly over five percent of the total K-12 student population in the state" (LDA 
Minnesota, 2003-2005, p. 3). 
Transition services as they relate to the IEP must be in place by the time the child is 16 
years of age or sooner if determined necessary by the IEP team. In the state of Wisconsin, the 
legislature determined that students who are the age of 14 or will be turning 14 within the 
timeframe of their annual IEP must have a statement of transition needs created by the IEP team 
and placed into the IEP document (IDEA, 1997; U.S. Department of Education 2000; U.S. 
Department of Education, 1992). The U.S. Department of Education has defined transition as "a 
coordinated set of activities for a student with a disability that are designed with an outcome 
oriented process, which promotes movement from school to post school activities, and are based 
of the student's needs, taking into account a child's needs, preferences, and interests" (p.3). 
O'Leary (2006) states that a measurable postsecondary goal is "a statement that 
articulates what the student would like to achieve after high school based on student's strengths, 
preferences, and interests (p. 8) In addition he states that "current emphasis in special education 
is on system measurement, showing improvement and demonstrating, through rigorous research, 
results (p. 10) The LEA is now responsible for determining "the extent to which the student has 
been able to achieve what they set out to do and the extent to which the system did a good job of 
preparing student's for the next step" (p. 10) With the enacting of IDEA 2004 and a requirement 
of that law, by December 2005, each state was required to provide a description of how each 
individual state planned to "collect post-school outcome data starting with all secondary IEP 
students graduating, aging out, dropping out during the 005-06 school year and annually 
thereafter" (p. 1 1). The data collected and reported from the 2005-06 school year will be the 
baseline and continue annually in order to "determine areas of strength and concern to promote 
improvement in post school outcomes (p. 1 1). 
The components of the statement of transition focus on the special needs student's course 
of study and coordinated set of activities that is guided by the student's measurable 
postsecondary goals. Students are encouraged to develop these goals or visions, with the help of 
the IEP team, when they are fourteen or turning fourteen within the timeframe of the IEP so the 
statement of transition needs can drive the IEP process. In addition, the intent is to create an 
individual educational program with experiences that helps to prepare the student for adult life 
(Department of Public Instruction, 2002; 0' Leary & Collison, 2002; Western Regional 
Resource Center; IDEA, 1997). 
Several studies have documented a student's ability to communicate their needs, 
preferences, and interests and the need for self-determination skills. Students who are involved 
with the development of their IEP and transition goals have demonstrated a positive relationship 
between their ability to self-advocate and experience improved post-school outcomes (Wood, 
Karvonen, Test, Browder, & Algozzine, 2004). "Self-determination includes teachable, 
measurable skills, such as choice making, decision making, and problem solving" (Wood, 
Karvonen, Test, Browder, & Algozzine, 2004, p. 10). Wehmeyer & Schwartz (1 997) recommend 
that communication is necessary in order for a student to be considered self-determined. Ward 
and Kohler (1 996) suggest that students are not expected to develop content area skills without 
specific instruction in those skills. In the same way, they cannot be expected to acquire the skills 
necessary for self-determination without instruction that specifically targets the development of 
those skills. Research has demonstrated that individuals who are self-determined are more 
successful in achievement of their stated goals (Field, Sarver & Shaw, 2003; Chadey, Rusch, & 
0' Reilly, 199 1 ; Wagner, D' Aminco, Marder, Newman & Blackorby, 1992). 
Another component necessary in the self-determination process which works 
simultaneously is self-advocacy, which means "to advocate on one's own behalf' (Wood, 
Karvonen, Test, Browder, & Algozzine, 2004, p. 11). Part of self-advocacy, or helping students 
speak up for themselves, includes teaching the communication skills necessary in order for a 
student to be an effective IEP team member (Wehmeyer & Schwartz, 1997). The communication 
skills targeted are both verbal and nonverbal. 
Much research identifies the importance of and necessity for a student to acquire 
communication skills in order to be self-determined and be a self-advocate. In order to achieve 
those goals, it is shown that there is a strong need for the student to attend his or her IEP meeting 
(Williams & O'Leary, 2000). Students with a specific learning disability are invited, but not 
required to attend their annual IEP meeting, where their goals, objectives, and transition 
statement are developed. Many students do not to attend their meeting and other legally required 
members of the IEP team, a special education teacher, general education teacher, and LEA, are 
required to make these decisions (IDEA 1997; IDEA 1990; U.S. Department of Education, 
1992). Parents often attend IEP meetings; however, their attendance is not required by law. If the 
student does not attend, the Local Education Agency (LEA) must gather information from the 
student regarding his or her preferences and interests. The student's needs, preferences, and 
interests guide the IEP process and should be the starting point to determine measurable 
postsecondary goals, courses of study, and transition services (O'Leary & Collison, 2002; 
Williams & O'Leary, 2000; 0' Leary, 1998). 
Studies show that students who are more actively involved in the process of determining 
their course of study are more motivated to remain in school which may have a direct 
relationship to achieving what they want to do beyond school (0 '  Leary & Collison, 2002; 
Williams & O'Leary, 2000; 0' Leary, 1998). Students who have an inability to communicate 
their needs to staff and faculty have expressed dissatisfaction with their school experiences 
(Gerber, Ginsberg, & Reiff, 1992; Reiff, Gerber & Ginsberg, 1997; Ryan & Price, 1993, Ryan, 
1994). 
As stated, students are asked to attend the IEP meeting to articulate what they feel their 
needs, preferences, and interests are relating to post high school outcomes. In other words, what 
do they feel they need in their programming to assist them in making meaningful progress 
toward the goals in their IEP and in the general curriculum? Blackorby and Wagner (1 996) 
revealed that studies examining the post-school results of students with disabilities have found 
that a large proportion of these students do not go on to further training. 
Hudson Middle School is located in west central Wisconsin and borders Minnesota. It is 
located about 15 miles east of St. Paul, Minnesota. Enrollment is approximately 1,135 students in 
grades six through eight. The house model is used, with each house containing the core classes 
and approximately 100-130 students in each (Hudson Middle School, 2005). 
In Hudson, students with specific learning disabilities are included in general education 
classrooms. If support is needed to help the students make meaningful progress toward IEP goals 
and in the general curriculum, an assistant is provided in the classroom. This individual helps 
implement necessary modifications to help ensure student success and minimize limitations. 
Most of these students with specific learning disabilities do attend their IEP meetings; however, 
most of the time, they do not understand why they are present and have a difficult time 
communicating their needs to others attending the meeting. Their lack of active participation in 
IEP meetings seems evident when in attendance. 
Statement of Problem 
Students in eighth grade at Hudson Middle School whose specific learning disabilities 
have been identified have difficulty articulating their needs, preferences, and interests as related 
to post high school outcomes in IEP meetings. 
Purpose of the Study 
The purpose of the study is to determine if specifically designed communication 
instruction in the area of transition skills will increase their ability to communicate their 
individual needs, preferences, and interests at IEP meetings. 
Research Questions 
The following research questions will be addressed in this study: 
1. Does transition skills instruction improve the student's ability to perform in a mock 
transition scenario? 
2. Are there differences in demographics based on communication skills instruction? 
SigniJicance of the Study 
This research is significant for the following reasons: 
1. By placing twenty students in two predetermined groups, the Specific Learning 
Disabilities Teacher is able to create and deliver specifically designed instruction to one 
group and determine whether this instruction is related to an increase of the student with 
specific learning disability's ability to perform in a mock transition scenario. 
2. If the determination is made that the instruction was related to an increase in the student 
with specific learning disability's ability to perform, then data could be used to support 
further instruction. 
Assumptions 
This researcher directing this study assumes that: 
1. Individual teacher understandings of self-determination and effectiveness may vary. 
Evaluator perceptions and beliefs may influence scoring of participant performance. 
2. Classroom environment, such as the time of day that the instruction is given, disruptions 
of schedule, student absence, etc. may directly impact the results. For example, 
participants in the morning may perform differently than those in the afternoon. 
3. Characteristics of the sample such as dynamics of the individuals, personal relevance, 
work ethic, vocabulary, etc. may vary and directly impact the results. In addition, a 
student's schemata and memory skills could also affect the outcome of the study. 
Students who have a better memory may recall instruction and skills learned and perform 
better than those who do not. 
4. Teaching methods could directly affect the outcome of the study as methods vary. 
Differentiation of instruction is critical in reaching all learning styles. Therefore, methods 
of instruction in both test groups will be the same. 
5. Student attendance at his or her IEP meeting will occur during the upcoming school year 
and will be evaluated for the purpose of this research based on their performance in a 
mock IEP scenario. The mock scenario environment will be constructed to mimic an 
actual IEP meeting as close as possible to the instruction. Students could then 
demonstrate the skills learned during the transition unit and mock scenario transition 
skills instruction. 
Limitations of the Study 
1. This study is limited to only the students in eighth grade that have been formally 
identified with a Specific Learning Disability. It does not involve other identified 
populations of students. 
2. The communication unit is the only transition unit that is being analyzed in the study. The 
students have been instructed all year with the same curriculum in both classes up until 
the point of the communication unit. 
3. Only Hudson Middle School students are involved in this study, so direct correlations 
between the identified population and other students identified with Specific Learning 
Disabilities must be made and used with caution. 
4. This study involves subjects that are an equal number of males and females and total 
participants in the test and control groups. There could be differences in other 
demographic characteristics, but direct correlations cannot be made between this group of 
males and females in this class to other traits. 
Definitions of Terms: 
1. Ability level: the estimated level of a person's academic potential (LDA Minnesota, 
2003-2005). 
2. Accommodations: (best practices definition; also called adaptations or strategies) a 
change in presentation, response format, environmental setting, or length of time needed 
to complete a task (LDA Minnesota, 2003-2005). 
3. Achievement level: the academic skills attained in reading, mathematics, and written 
expression. It is identified by formal standardized achievement tests or informal criterion 
referenced tests to identify specific mastery of skills (LDA Minnesota, 2003-2005). 
4. Americans with Disabilities Act (ADA): a federal law that prohibits discrimination on the 
basis of disability. It applies to employers, public services, public access, communication 
providers, and transportation providers regardless of whether or not they receive or 
benefit from federal funding (LDA Minnesota, 2003-2005). 
5. Articulate: to give clear effective utterance to (Webster, 1976). 
6. Course of Study: neither IDEA '97 nor the final implementing regulations defines 
courses of study. "One may think of courses of study as the series of courses and 
experiences that the student needs to achieve his or her desired post-school results or 
goals relative to further education or training, employment, community living and 
recreation. It should include regular education courses; advanced placement courses; 
specially designed instruction; community experiences; and employment, adult living, 
and daily living objectives" (Williams, O'Leary, 2000). 
7. FAPE: Free Appropriate Public Education (IDEA, 1997). 
8. IDEA: Individuals with Disabilities Education Act (IDEA, 1997). 
9. Specific Learning Disability: a disorder in one or more of the basic psychological 
processes involved in understanding or in using language (spoken or written), which may 
manifest itself in an imperfect ability to listen, think, speak, read, write, spell or to do 
mathematical calculations. It also includes directional confusion, sequencing difficulties, 
and short-term memory retention problems. These problems are not primarily due to 
visual, hearing or motor handicaps, nor due to mental retardation, emotional disturbance, 
or because of environmental, cultural, or economic disadvantage. An individual is 
considered to have a learning disability if achievement is not commensurate with age and 
ability levels in one or more of the above specific areas when provided with learning 
experiences appropriate for age and ability levels (IDEA, 2004). 
10. Self-advocacy: to advocate on one's own behalf (Wood, Karvonen, Test, Browder, 
Algozzine, 2004) 
11. Self-awareness: otherwise known as self-knowledge and refers to a comprehensive and 
reasonably accurate knowledge of one's own strengths and limitations. Teaching self- 
knowledge involves teaching students to identify common psychological and physical 
needs of people, recognize differences among people, and understand how one's actions 
influence others (Wood, Karvonen, Test, Browder, Algozzine, 2004). 
12. Self-determination: a combination of skills, knowledge, and beliefs that enable a person 
to engage in goal-directed, self-regulated, autonomous behavior. An understanding of 
one's strengths and limitations together with a belief in one as capable and effective are 
essential to self determination. When acting on these skills and attitudes, individuals have 
greater ability to take control of their lives and assume the role of successful adults in our 
society (Field, Sarver & Shaw, 2003). 
13. Self-regulation skills: the human response system that enables individuals to examine 
their environments and their repertories of responses, and to revise their strategies as 
necessary. Teaching self-regulation skills includes teaching students to solve problems or 
employ self-management strategies (Wood, Karvonen, Test, Browder, Algozzine, 2004). 
CHAPTER TWO 
Literature Review 
Introduction 
This chapter will address research relating to the purpose of this study. The definition and 
history of Specific Learning Disabilities opens the chapter and essential components of the 
definition and identification process are addressed. Other areas addressed are memory, learned 
helplessness and automaticity, self-regulation, and transition. Lastly, the topic of communication 
skills will delineate examples of the effectiveness of specifically designed instruction for 
students with specific learning disabilities. 
Speczjc Learning Disability 
The Federal Government has enacted laws surrounding the identification of a child with a 
Specific Learning Disability. First, it is important to note that there are a variety of definitions for 
"learning disabilities" that have been formulated over the years. These definitions vary 
depending on the perspective from which they were developed, such as medical, educational, or 
legal. The impacts of the diagnosis that a person with a learning disability experiences tend to 
vary depending on the age of the person when he or she is identified. The various definitions that 
are noted are reflective of these implications and interpretations (Wisconsin Department of 
Public Instruction, 2002). 
In the state of Wisconsin, the Department of Public Instruction developed a definition 
and criteria and the child must meet all of the criteria in order for the IEP team to consider 
identification. The child being identified must have all of the components in order to receive 
Special Education Services in the areas of Specific Learning Disabilities. The child must have 
average to above average intelligence, a significant delay in classroom achievement, have a 
disparity between ability or actual IQ score and classroom achievement, and have an information 
processing deficit (Wisconsin Department of Public Instruction, 2002). Formal tests can help to 
identify what these levels are for the child in question. Various members of the identified IEP 
team, including the School Psychologist and Specific Learning Disabilities Teacher conduct 
these formal assessments. When the IEP meeting is held, all team members review the results 
and criteria in order to determine whether or not the child in question meets all of the criteria for 
an identified Specific Learning Disability. 
Studies show one out of every seven Americans has some form of a disability (LDA 
Minnesota, 2003-2005). Research conducted in both Europe and in the United States suggest that 
approximately five percent of children have a disability that is severe enough to interfere with 
their learning and meaningful progress in the general curriculum. The same study indicates that 
about 20% of students on average face some difficulty in learning; however, it is not severe 
enough to be identified through the federal guidelines set forth by the Department of Public 
Instruction (LDA Minnesota, 2003-2005). While it is hard to determine where or when the 
discrepancy between ability and achievement occurs, this study suggests that 25-40% of children 
with an identified disability have inherited it from their families (Boon, 2005). For children in 
treatment for substance abuse, studies show that 50-60% of that population has diagnosed 
learning disabilities (LDA Minnesota, 2003-2005). 
Learning disabilities do not disappear and cannot be cured, they are life-long and 
pervasive. They can affect many aspects of the identified individual's life, including, academic, 
social and family life, self esteem, and employment opportunities. No two students with a 
learning disability are the same, each are unique, and therefore, cannot be compared (Boon, 
2005). Students who are in and may have been dismissed from the program are taught specific 
strategies that target the disability areas formally identified. Students are also typically taught 
how to generalize those strategies into other various aspects of his or her life. 
Many researchers have tried to uncover possible causes of learning disabilities. Most 
concur that the causal variable is abnormal brain structure or function. Within the realm of 
learning disabilities, each disability can present itself differently. Studies suggest that there are 
different neurological makeups for each disability. Continuous research has unveiled more 
information about the brain and which chemicals are or may be involved in learning and learning 
disorders (LDA Minnesota, 2003-2005). 
Memory 
Memory problems may affect the diagnosis of a learning disability and ultimately the 
ability to communicate a student's needs, preferences, and interests. The information processing 
component of the legal criteria relates to memory and the processes of the brain. Information 
processing has been defined as "the procedure the brain uses to receive, store, recall, and retrieve 
information" (LDA Minnesota, p. 2). The brain takes in and manages information through 
different modalities. The modalities are tactile (touch), kinesthetic (movement), auditory (sight), 
and visual (sight) (LDA Minnesota, 2003-2005, Boon, 2005). 
Shiffrin and Durnais (198 1) have stated that, "Learning how to learn is what life is all 
about." Teaching students how to learn, means teaching them to develop improved working 
memory programs for the learning tasks at hand. If learning is to be deep and lasting, information 
must be widely interconnected with ideas that the learner already has (Shiffrin & Dumais, 1981). 
Sensory Memory 
As stated, information processing is presented in different modals, relating to the senses. 
Sensory memory stems from the modal model which views memory as a collection of holding 
systems with perception and pattern recognition as the two main steps. Once the stimuli are 
perceived and recognized, they are then forwarded to short-term memory. The research on 
sensory memory tends to try to answer three main questions: how individuals perceive incoming 
stimuli, recognize those, and allocate attention during perception (Bruning, Schraw, Norby, and 
Ronning, 2004; Boon, 2005; Berninger & Richards, 2002). 
Sensory registers can be used to help individuals retain information. Therefore, research 
on memory suggests instructors should present information in more than one format, visual, 
auditory, olfactory, tactile, andor gustatory. Doing so may help to increase the information that 
is retained by the student because each student has different learning styles and absorbs 
information in a multitude of methods or techniques. (Bruning, Schraw, Norby, and Ronning, 
2004; Lyon & Krasnegor, 2001). 
Perception is another component viewed with sensory memory research. One's prior 
knowledge influences perception and how we look for things to perceive. Each person has his or 
her own schemata used in correlation with his or her prior knowledge which aids in the 
acquisition of new knowledge. Questioning students on what they know, giving them a pretest, 
assessing prior knowledge and giving them situational questions to respond to are suggestions to 
identify the schemata of students within the classroom (Bruning, Schraw, Norby, and Ronning, 
2004). 
Processing Capacity 
Attention, or the cognitive resources one gives to a task, can also be known as processing 
capacity (Berninger & Richards, 2002). Research on attention shows that human beings are 
severely limited in the number of things they can pay attention to at a given time (Bruning, 
Schraw, Norby, and Ronning, 2004). In addition, studies reflect that in order for an individual to 
do well in the task at hand, he or she should focus on one or two things because multitasking has 
its downfalls. Either with resource limited tasks or those that are data driven, it is important to 
remember that attention is allocated depending on the demand of the situation in which the 
learner is in. Those who are able to allocate skillfully, will provide the right amount of attention 
to a task in order to be successful. To help conserve the attention bank, many people who are 
skilled also practice and rely on automated processes. 
Automatic processes are also important when talking about memory and learning 
disabilities. These processes do not require as many resources; however, they require a 
significant amount of practice and repetition in order to make them automated (Bruning, Schraw, 
Norby, and Ronning, 2004; Lyon & Krasnegor, 2001; Berninger & Richards, 2002). 
Short Term Memory 
Short term memory is noted as the place where information is processed for meaning. 
Many now refer to short term memory as working memory. Information is said to make its way 
into short term memory once it has left sensory memory. Short term memory is limited to 
capacity and duration (Bruning, Schraw, Norby, and Ronning, 2004, Berninger & Richards, 
2002). 
Capacity and duration can be, in essence, succinctly defined as how much information 
one can hold and for how long. Research on short term memory suggests that the average person 
is able to process about seven pieces of information at a time, give or take one or two. In order to 
process the information, one chunks it. For example, social security numbers, locker 
combinations, and telephone numbers. In order to increase one's capacity, one must increase the 
size of the chunks of information (Bruning, Schraw, Norby, and Ronning, 2004). 
Research on duration, the other identified component of short term memory, suggests 
that individuals are not able to remember information for a large amount of time. Studies 
completed show that forgetting is more a result of interference caused by other information than 
the passage of time (Bruning, Schraw, Norby, and Ronning, 2004). 
Research data shows that many special needs learners are "increasingly disenchanted" 
with the idea of short term memory and felt that there were many differing activities that were 
associated with short term memory. There are various models and components within them; 
however, there tend to be many points that researchers agree on. One of which is that working 
memory, or short term memory, is tied to long term memory. Second, that working memory is 
where the meaning takes place. Third, it is important for self-regulation of information and 
fourth, it is best viewed in domain specific rather than domain-general viewpoints. The fifth is 
that working memory develops over time (Bruning, Schraw, Norby, and Ronning, 2004; Lyon, & 
Krasnegor, 200 1). 
There are numerous theories surrounding working memory, one of which is the cognitive 
load theory. The cognitive load theory virtually suggests that learning is "constrained by limited 
processing capacity, the higher the cognitive load of the to-be-learned information, the harder it 
is to learn that information" (Bruning, Schraw, Norby, and Ronning, 2004, p.34). This could 
possibly give reason to why it is important to present new information in small sections when 
dealing with students who have been identified with Specific Learning Disabilities. 
Long Term Memory 
Long-term memory problems can be yet another catalyst of learning difficulties (LDA 
Minnesota, 2003-2005). Long term memory, the third component of the modal model, is noted as 
"the permanent repository of the lifetime of information we have accumulated" (Bruning, 
Schraw, Norby, and Ronning, 2004, p.36). In order to understand how one can experience 
difficulties with long-term memory, one must have knowledge of how information is 
manipulated into this portion of the brain and how it is recalled (Bruning, Schraw, IVorby, and 
Ronning, 2004; Lyon & Krasnegor, 2001; Berninger, & Richards, 2002). 
The framework of long-term memory looks deeper at the levels and types of knowledge 
contained within it. Long-term memory is both implicit, the "unintentional, nonconscious form 
of retention in which our actions are influenced by a previous events, but without conscious 
awareness" (Bruning, Schraw, Norby, and Ronning, 2004, p. 36); and explicit, "memory 
involving conscious recall or recognition of previous experiences" (Bruning, Schraw, Norby, and 
Ronning, 2004, p. 36). Three types of knowledge are contained: declarative, knowing what; 
procedural, knowing how, and conditional, knowing when and why to use information. 
Declarative knowledge also breaks into semantic memory, general knowledge, and episodic 
memory (Bruning, Schraw, Norby, and Ronning, 2004; Boon, 2005; Berninger & Richards, 
2002). 
Not all information we learn is the same, so the understanding is that there are different 
ways in which we encode it. When viewing students with learning disabilities, it is important to 
understand that each individual absorbs the presented information differently. The information 
processing component of the Federal definition of a learning disability addresses both storage 
and retrieval, which are directly affected by encoding. We encode simple and complex 
information differently. Enveloped in this are both maintenance rehearsal, recycling of the 
information in short-term memory, and elaborate rehearsal, relating information to be 
remembered to other information. Different types are appropriate for different tasks. Mediation, 
imagery, and mnemonics are three strategies one uses in the elaborate encoding rehearsal process 
(Bruning, Schraw, IVorby, and Ronning, 2004). 
Mediation "involves tying difficult-to-remember items to something more meaningful" 
(Bruning, Schraw, Norby and Ronning, 2004, Berninger & Richards, 2002, p. 67). The basis for 
this is that information is paired with other learned information. The learner draws from what has 
already been learned and what he or she is familiar with in order to understand or interpret the 
newly presented more difficult information or concept (Bruning, Schraw, Norby and Ronning, 
2004; Berninger & Richards, 2002). 
Imagery is yet another process individuals used to encode simple information in the 
elaborate rehearsal process. This goes beyond the thinking of rehearsing words or items 
presented verbally. This process allows the learner to create images in his or her mind about the 
information presented. Most often, concrete words are easier to understand, than are abstract 
concepts. Imagery is not limited to words; it can be linked to concepts as well for higher level 
thinking and relationships to other components of long term memory. In addition, imagery can 
vary ffom person to person. Each individual has a different way and level of imagination, so one 
must consider that, understanding that it can have an impact on memory performance. One may 
choose to use imagery in combination with other techniques for enhancing memory (Bruning, 
Schraw, Norby, and Ronning, 2004). 
When an individual is presented with information in a given setting, he or she tends to 
organize the information differently than the next individual. The way that information is 
organized, one's schemata, along with the context of it can have a considerable influence on how 
well the material is remembered. Tulving and Osler's theory called encoding specificity has been 
suggested as a basis for memory performance. The basis of this principal is that when the 
conditions for encoding match that of retrieval, knowledge is enhanced. By adding contextual 
clues, one can perform a proficient search of memory (Bruning, Schraw, Norby, and Ronning, 
2004).The goal; however, is to broaden the cues for both encoding and retrieval so that an 
individual can draw from a broader base of knowledge. There are key factors that should be 
present during both encoding and retrieval (Bruning, Schraw, Norby, and Ronning, 2004; Lyon 
& Krasnegor, 200 1 ; Boon, 2005; Berninger & Richards, 2002). Encoding specificity is relative 
to and reflects on information processing (Lyon & Krasnegor, 200 1). It also helps to explain 
daily memory experiences and links to recognition and recall (Bruning, Schraw, Norby, and 
Ronning, 2004). 
Recognition and Recall 
Much of the research involved with recognition and recall stems from how students study 
for tests. How one chooses to study for a multiple choice test versus an essay test, could be 
significantly different. Some may say that a recognition test is much easier than recall; however, 
there are studies supporting the opposite. The threshold hypothesis states that both could be 
equally difficult because "recognition and recall performance depend on the strength of 
information in memory" (Bruning, Schraw, Norby, and Ronning, 2004, p.98). A more 
contemporary view is the dual process model of recall, which states that recall and recognition 
are essentially the same and say that one must have a much more extensive memory search in 
order to perform in a recall test than one in recognition (Bruning, Schraw, Norby, and Ronning, 
2004). 
These are not the only processes of retrieval that have been studied. Reconstructive 
memory theories suggest encoding is constructive memory. In other words, one may choose to 
remember portions of the events or key facts instead of everything within a memory. Theories 
suggest that these key elements are stored, put together with prior knowledge, and organized in 
one's schemata (Bruning, Schraw, Norby, and Ronning, 2004). 
Similarly, recalling specific events could lead people to retrieve information fiom his or 
her knowledge bank and then apply meaning to it. Sometimes, it isn't the actual event that we 
recall, but the parts of episodic memory that we relate to it instead. Images that have a significant 
impact could act like flashbulb memories. These memories; however, are not as accurate as one 
may think. Findings from studies done on flashbulb memories, "strongly suggest that 
information is subject not only to serious distortion at retrieval because of leaner-induced 
reconstruction, but to situationally induced retrieval cues as well" (Bruning, Schraw, Norby, and 
Ronning, 2004, p. 104). 
Sometimes, in order for an individual to properly recall something fiom his or her long 
term memory, it is necessary to relearn portions of it. Of course, not everything we learn has to 
be relearned; however, it is important that when relearning, we start from beginning and work 
through until the end. This does not mean that a significant amount of time needs to be spent on 
those things remembered; however, one needs to reinforce the structure, sequence, and linkages 
(Bruning, Schraw, Norby, and Ronning, 2004). 
The main goal of retrieval is for an individual to expand his or her bands of knowledge, 
so that he or she is able to use them in the widest possible range of contexts. In order to 
accomplish this, one must assist the learner with encoding what they learned in a variety of ways 
(Bruning, Schraw, Norby, and Ronning, 2004). 
Self-Regulation 
Understanding implicit beliefs is a step toward becoming self-regulated, no matter what 
the actual ability is of the student. Implicit belief systems "represent unconscious, personal 
beliefs about the world that evolve slowly over time" (Bruning, Schraw, Norby, and Ronning, 
2004, p. 137). 
No one really knows how or when these beliefs develop, but most researchers are in 
agreement that they have a significant impact on how each of us views ourselves as learners and 
how we perform in the classroom. Students, who are presented with the same scenario, 
information, and assignment, may perform differently when viewing the outcome. If these 
students were to perform poorly on the assessment, each of them may give opposite reasons as to 
why this happened. They may say it was related to effort, ability, gender, placement in the 
classroom, andlor history of parents' success with the subject matter. No one really knows the 
answer, but it is indicative of the individual's implicit beliefs. Hidden assumptions are a very 
powerful influence on our thinking (Bruning, Schraw, Norby, and Ronning, 2004). 
One step in moving toward self-regulation is setting learning goals and performance 
goals. Learning goals are those in which an individual seeks to improve his or her competence 
and are associated with -the incremental theory. Performance goals, associated with the entity 
theory, are where the individual seeks to prove his or her competence. There are differences in 
each of these types of goals as well as the outcome. Those who create learning goals have a 
strong desire for personal mastery and attribute success to internal, controllable causes, such as 
strategy use and effort. They also show a preference for challenge and risk taking and spend 
more time on-task. Those who create performance goals become easily frustrated and defensive 
if presented with a challenging task. They also tend "to attribute failure to external, 
uncontrollable causes, such as luck or teachers, or to internal, uncontrollable causes, such as lack 
of ability; and show undue concern for demonstrating high performance, compared with others" 
(Bruning, Schraw, Norby, and Ronning, 2004, p. 142). 
There have also been studies done of the specificity of performance goals. This data 
allowed researchers to distinguish between performance-approach goals and performance- 
avoidance goals. Performance-approach is when students approach tasks to prove his or her 
competence and high ability. Performance-avoidance takes place when students avoid tasks that 
may make him or her seem incompetent (Bruning, Schraw, Norby, and Ronning, 2004). 
Learned Helplessness and Automaticity 
Research shows that individuals with learning disabilities tend to have average to above 
average intelligence, yet they seem unable to learn or make sufficient progress in school, careers, 
or business (Boon, 2005). They tend to demonstrate weaknesses in one or more of the identified 
areas of a specific learning disability. They work toward making meaningful progress toward 
IEP goals and in the general curriculum; however, they are not always successful. At times, a 
student identified with a specific learning disability does not make similar advances as his or her 
peers. 
Learned helplessness has been defined in a variety of ways. It is said to be "the effect of 
failure, where the belief exists that past failure predicts future failures. An accurate assessment of 
one's strengths, weaknesses, needs, and preferences along with confidence in one's abilities is 
fundamental to effective choice and decision-making. Lack of a positive, realistic self-concept is 
frequently identified in the literature as a difficulty for person's with learning disabilities" (Price, 
2002). This inaccurate assessment of one's own traits may inhibit a student's ability to make 
effective choices and decisions. The processes of learned helplessness and failure tend to be 
progressive and are cumulative (Lehr, 2005). 
Most students with an identified disability have difficulty keeping up with the pace of 
classroom tasks. Fawcett (1995) suggests that it can take a child with a specific learning 
disability up to ten times as long to complete a task to the same level of his peers (Fawcett, 
1995). This time factor may increase a student's feeling of learned helplessness and a 
continuance of failure. Bos and Vaughn (2002) suggest that learned helplessness and self- 
deprecating attributions among students with learning disabilities have been widely documented. 
Frostig and Maslow (1 973) found that success is a positive motivator. When skills 
become more automatic for the student, they continue to experience this positive relationship 
between what they are learning and school success instead of failure. Practice to the point of 
automaticity frees up working memory to attend to other features of the task. It can take a 
significantly long time for an individual to reach this point, which is indicative of why so many 
students with Specific Learning Disabilities seem to be "doomed to a life of illiteracyU(Shiffrin 
& Dumais, 1981). 
These students are seldom given adequate time to reach the point of automaticity for 
certain needed skills. An automated routine has been shown to be comprised of four major 
characteristics. Shiffrin and Dumais (1 981) offer that in order for a skill to be considered 
automatic there mustn't be any working memory capacity required or consciously monitored, 
there must be both fixed beginning and end points, it must run through completion, and can be 
very difficult to modify. 
When a desired action is automated, the individual is able to begin chunking information, 
motor actions, and knowledge. An individual is then able to move on to more complex tasks, 
such as comprehension. Whenever there is learning involved, one must learn to manage the 
attention given to a particular task which has been found to be difficult for most students with 
Specific Learning Disabilities. (Shiffrin & Dumais, 198 1) 
Research shows that students with Specific Learning Disabilities need simple, clear, and 
direct instruction. A structured environment where the pace of material is adequate to the 
student's needs is the best for these individuals. Additionally, these students need to be 
encouraged through the learning materials to become active participants in the learning process. 
Materials that contain an element of self-correction and self-monitoring built into them are 
therefore the most appropriate. Ample time for practice to the point of automaticity, frequent 
feedback, and genuine encouragement are also requirements for the success of these students 
(Shiffrin & Dumais, 198 1). 
While students with Specific Learning Disabilities are in elementary and secondary 
school, they are part of an identified group of students and receive specifically designed 
instruction in order to make meaningful progress toward their IEP goals and in the general 
curriculum. After high school, it is necessary for the individual to self-advocate and identify him 
or herself as a student identified with a Specific Learning Disability in order to receive services 
at the post-secondary level. Learning difficulties are life-long problems and they will require on- 
going multi-modal management and support. Individuals with learning difficulties are a complex 
group, who are not always easy to assess (Shiffrin & Dumais, 1981) The guidelines set forth by 
the government require that schools create transition statements, beginning when the student is 
fourteen and continue until they reach the point where they exit school, which by law, can be 
through age 21 .This is intended to assist them in reaching their post high school goals and 
prepare them for adult life. 
Self-EfJicacy 
Researchers Field and Hoffman (1 994) offer that an understanding of one's strengths and 
weaknesses and acceptance of self form the foundation for making effective choices and 
decisions. The stigma attached to learning disabilities encourages many students to hide their 
disabilities, inhibiting the development of self-awareness and belief in themselves. 
Self-efficacy is one of the central concepts in the social learning theory developed by 
Alfi-ed Bandura (1986, 1997) and is defined as, "a judgement of one's ability to perform a task 
within a specific domain" (Bruning, Schraw, Norby, and Ronning, 2004, p. 1 10). Bandura argues 
that if an individual has high self-efficacy, there is a correlation with positive affects on 
performance. In addition, it can affect future learning because it presents challenging tasks and 
will persist longer despite previous failures. 
There are three dimensions of self-efficacy: level of task difficulty, generality, and 
strength of one's efficacy judgements. The level of task difficulty is important because it is 
reason why a student may or may not accept challenges because of the fear or failure or lack of 
prior knowledge and strategies to do well. Generality is the second dimension. Some individuals 
have high efficacy in general. Success and high self-efficacy in one area; however, does not 
mean or is unrelated to efficacy in another domain. The third dimension is the strength of one's 
efficacy judgments. In short, this states that a student with high self-efficacy will persist when a 
student who has a low self-efficacy will not if faced with the same situations (Bruning, Schraw, 
Norby, and Ronning, 2004). 
Bandura and his colleagues (Goddard, Hoy & Hoy, 2000; Pajares, 1996; and Welch & 
West, 1995) also showed through research that self-efficacy is closely linked with initial task 
engagement, persistence, and successful performance, referring back to the three influences of 
level, generality, and strength of self-efficacy. These influences are inactive information acquired 
during the performance of a task, observation of others, verbal persuasion, and psychological 
state. The first, suggests that when one experiences success, he or she will have a higher self- 
efficacy and failure yields the opposite. The second, states that observation of others helps to 
improve self-efficacy. These vicarious influences are strongest when observers are uncertain 
about the task difficulty or own ability. The third, states that verbal persuasion may facilitate the 
engagement in task they may not have done. Finally, the psychological state claims that there is a 
correlation between a decreased or lower self-efficacy and sleepinesslfatigue. Similarly, strong 
emotional arousal can also decrease efficacy because it tends to invoke fear. 
In the education field, there has been much research done on student, teacher, and school 
self-efficacy. Studies show that efficacy increases performance and strategy use when their 
ability level is controlled. In addition, they show that low ability students may have the same 
degree of self-efficacy as some high achieving students. Control is the optimum word. I believe 
that my students, may have a lower self-efficacy, but when in the general classroom, I don't see 
that they are a minority. Many students seemingly have a low self-efficacy instead of high. 
Bandura (1 993) showed that high self-efficacy was positively related to perceived control 
of one's environment and was comprised of two types of control. The first is that control is 
achieved through effortful use of one's skills and resources. The second is the degree to which 
the environment can be modified. They revealed that higher levels of self-efficacy linked to ways 
individuals explain successes and failures. Students with high self-efficacy related their failures 
to low effort, while those with low self-efficacy related it to low ability. 
Research completed by Bandura (1 993) and Pajares (1 997) indicated ways that self- 
efficacy can help students. These studies revealed that those who believe they are in control 
experience decreased levels of stress, anxiety, and depression when goals were not met. They 
also exhibit stronger coping skills within anxiety producing situations. 
Modeling is an important concept when choosing to develop and teach efficacy. With 
modeling, one demonstrates and describes the component parts of a skill. Modeling is important 
because it raises the expectations for skills mastery and shows how a skill is to be performed. 
There are six ways that modeling can be used within the cognitive model. These are: create a 
rationale for new learning, model procedure in its entirety, model the component parts, allow 
students to practice component parts under teacher guidance, allow students to practice the entire 
procedure under teacher guidance, and have students engage in self-directed performance of the 
task. 
The self-regulated learning theory is the ability to control aspects of one's learning such 
as planning and evaluation. Most may refer to this as goal setting and monitoring progress. 
Within this theory, rewards and feedback are essential. There are a couple of things to be aware 
of when dealing with feedback. First, what works for one individual, may not work for another. 
Second, the form of the feedback can be tricky because everyone is different. Positive feedback 
should be used as a motivator. In addition, if the use of negative feedback and rewards might 
damage the entire motivation process. The event in question must be in control, too. 1f feedback 
is used appropriately, it should lead to improvement, and ultimately, control. 
The attribution theory directly links to Bandura's second component of the Social 
Cognitive Learning Theory. As self-efficacy beliefs are judgements about the future, attributes 
look at events from the past. The attribution theory helps to understand how individuals explain 
the events in their lives and why people react differently in the same situation. There are four 
components and they are: outcome evaluation, attribution responses, affective responses, and 
behavioral responses. 
Outcomes evaluation is made by using numerous criteria. Most often, they outcome of 
the situation depends on, "characteristics of the person, the perceived importance of the task, and 
the expectations of others." 
Attribution responses are found within three dimensions: locus of control, stability, and 
controllability. The locus or cause of the situation is seen as external or internal. Mood is an 
example of an intrinsic force that is affected by external variables. A student who has pride and 
confidence in his or her work, exhibits an internal locus of control, whereas a student who 
doesn't ask for teacher assistance because he or she is ashamed or has anxiety, show external 
cues of extrinsic locus of control. 
Stability is the second dimension. This states that come causes of success may seem 
stable while others do not. Ability is most often assumed to be stable, but effort is much less 
stable. An individual was successful with the same type of task in the past; he or she is more 
likely to experience current success. They are usually unlikely to apply the effort needed in order 
to be successful when performing the task again. 
Controllability is the last dimension of attribution responses. In short, this states that 
some causes of success, such as effort and strategy are highly controllable and others, such as 
ability, interest, task difficulty, and luck, are not. This dimension is often related to the amount 
and effort and persistence one devotes to a task. 
Affective responses reflect one's perceived cause of a situation. If the factors in question 
are stable, internal, and controllable, and individual is more likely to have positive affective 
responses. The key is internal because when the factors are controlled, stable, but external, there 
could be negative affects. 
Behavioral responses state that the interpretation of an outcome will determine the kind 
of behavioral response, which makes sense. The questions here are whether or not the student 
feels empowered and have control over them. The attributions that seem stable give rise to higher 
levels of task engagement, challenge seeking, and performance. Attributions of controllability 
lead to greater effort and more persistence. Those with an internal locus of control, lead to 
"feelings of confidence, satisfaction, and pride," whereas, an external locus of control results in 
positive responses. 
Attribution retraining involves helping students better understand their attribution 
responsibilities and develop responses that encourage task engagement. This process can help 
individuals make more favorable attribution responses to improve self-efficacy and reduce 
achievement related anxiety. 
Autonomy can be thought of as motivation. It is important to understand how individuals 
or one are extrinsically and intrinsically motivated. The environment in which one is in can help 
to foster autonomy. Studies have shown that even young children can distinguish between both 
intrinsic and extrinsic motivators. They continue to show that students who feel as though they 
are in control are more likely to seek out challenges, perform better in teacher-controlled 
environments, and persist when tasks are difficult. Factors that can affect a student's self-control 
are classroom materials, task constraints, evaluation strategies, and student expectations. 
There are implications for fostering student autonomy. Bruning, Schraw, Norby, and 
Ronning (2004) suggest that these are to be flexible and allow for student choice, make clear 
expectations, incorporate criterion-referenced evaluation, provide intrinsic motivators, and 
minimize extrinsic rewards. 
Transition 
The reauthorized IDEA was signed into law on December 2,2004, by President George 
W. Bush and the provisions of the act were effective on July 1,2005. As of the date of this paper, 
there were still questionable components that the Federal Government is set to address in 
August, 2006. The Office of Special Education and Rehabilitative Services in the U.S. 
Department of Education cover a variety of high interest topics and bring together language 
related to those topics. One of the changes in the now effective IDEA 2004 deals with the 
purpose of the law itself. The words "further education" are now being applied, so as stated, 
"The purpose of IDEA is to ensure that all children with disabilities have available to them a free 
and appropriate public education (FAPE) that emphasizes special education and related services 
designed to meet their unique needs and prepare them for further education, employment, and 
independent living." In addition, the revision changes the language used from 'student' to 'child' 
(IDEA, 2004, p. 2). 
The main intent of the law is to strive to improve all achievement results for students with 
disabilities. The change in the law makes it evident that a strengthening of the triangulation 
between schools, families and communities was needed, thus indicating all three needed to work 
together in order to offer effective educational experiences for students with disabilities. 
Amendments that have been made to the original legislation that have encouraged 
strengthening role of parents in the educational planning and decision making processes that are 
conducted on behalf of their child or children. The legislation also suggested that children with 
disabilities be involved in regular education classes with their nondisabled peers, with 
appropriate aids, services, adaptations, modifications, accommodations, and supports. (IDEA, 
2004) 
Some of the changes in the current legislation through IDEA 2004 resulted from studies 
intending to view and investigate compliance with the IDEA 1990 Federal requirements for 
needed transition services at the state and district levels. All studies suggested that all of the 
states and districts viewed experienced some difficulty with the implementation of transition 
provisions set forth by IDEA. Many of these changes centered around the transition statement 
requirement, including, but not limited to inviting the student and possible agencies to assist 
them, focussing on the student's desired post-school goals, and working on a coordinated set of 
activities to reach those goals (Lawson and Everson, 1993; deFur, Getzel and Kregal, 1994; 
Girgal, Test, Beattie, and Wood, 1997; Hasazi, Furney, DeStefano, and Johnson, 1999). Even 
though these requirements have been in place since 1990, the results indicated a need for 
improvement. 
As part of the No Child Left Behind Act, schools are required to track and report the 
percentage of students who graduate with a regular diploma in four years. The National 
Longitudinal Transition Study identified several factors as strong predictors of post-school 
success. These were included the seven areas of transition addressed in the IEP for students who 
are age 16 or turning 16 within the timeframe of the current IEP. These predictors were living 
independently, obtaining employment, and earning higher wages for youth with disabilities. In 
order to work toward success in these areas, a student must complete high school, participate in 
regular education with appropriate supplementary aids and services and have access to secondary 
vocational education, including work experience (Lawson and Everson, 1993; deFur, Getzel and 
Kregal, 1994; Girgal, Test, Beattie, and Wood, 1997; Hasazi, Furney, DeStefano, and Johnson, 
After this study was completed in 1993, a follow-up study was conducted and thus named 
the National Longitudinal Study-2 or NLTS2. It was commissioned by the U.S. Department of 
Education, Institute of Education Sciences (IES) and began in 2001. This study included 12,000 
youth nationwide who were ages 13 through 16 at the start of the study. The intent was to collect 
information over a ten year period from parents, youth, and schools. In addition, it was to a 
snapshot of the lives of the young individuals as they transition into adulthood. The NLTS2 also 
paralleled the original study in respect to research questions and data items that appeared within 
that study. The new study provided important information about the ways in which secondary 
education and post school experiences have changed for youth with disabilities in the previous 
decade or more. 
Through a careful process, school districts were identified and were randomly selected on 
the basis of their geographic region, size, and socioeconomic status. These school districts were 
contacted and invited to participate in the study. In all cases, a district was given the option not to 
participate in NLTS2. For each district that agreed to participate, NLTS2 asked for the district's 
list of special education students along with each student's grade, date of birth, and disability 
classification. From the more than 500 districts that agreed to participate, the approximate 
12,000 students desired for the study, were randomly selected to participate. The overall 
objective was that, "Upon completion of the study, many within the field of special education, 
the students themselves, and their parents will have more data driven specialized instruction in 
the area of transition so that these individuals are able to perform more independently when out 
of high school (Lawson and Everson, 1993; deFur, Getzel and Kregal, 1994; Girgal, Test, 
Beattie, and Wood, 1997, Hasazi, Furney, DeStefano, and Johnson, 1999). 
Studies examining the post-school results of students with disabilities have found that 
large populations of these students do not go on for further training. Additionally, they often do 
not receive needed post-school supports and services and as adults are not successful when 
compared to the general population (Blackorby & Wagner, 1996). 
The findings in the NLTS2 study are supportive that, "The entire IEP for every student, 
beginning at least by 14 years of age, becomes future-directed, goal oriented and based upon the 
student's preferences, interests, and needs." (Western Regional Resource Center, 2005, p. 6) 
Analyzers of the NLTS2 and other studies related to transition found that through active 
participation in the transition process by the student, the student is likely to experience further 
success with post-school goals. In addition, when taught skills to actively participate and 
articulate their needs, preferences, and interests, these students understand the relationship of 
their course of study and in achieving what they desire to do after school (Lawson and Everson, 
1993; deFur, Getzel and Kregal, 1994; Girgal, Test, Beattie, and Wood, 1997; Hasazi, Furney, 
DeStefano, and Johnson, 1999) 
Self-Determination 
Self-determination was first written into law in the Public Housing Act of 1988, and 
quickly followed in other major pieces of legislation written for people with disabilities, 
including the Rehabilitation Act of 1992 and 1998 and the Individuals with Disabilities 
Education Act of 1990 and 1997 (Wehmeyer 1992, 1996). 
Field and Hoffman (2002) defined self-determination as a process that involves assessing 
one's own strengths, weaknesses, needs, and preferences. Other researchers suggested the same, 
yet further narrow their definition to delineate that self-determination is "a combination of skills, 
knowledge, and beliefs that enable a person to engage in goal-directed, self-regulated, 
autonomous behavior" (Field, Martin, Miller, Ward, & Wehmeyer, 1998, p. 3). An 
understanding of one's strengths and limitations together with a belief in oneself as capable and 
effective are essential to self-determination. When acting on the basis of these skills and 
attitudes, individuals have greater ability to take control of their lives and assume the role of 
successful adults in our society (Field, Martin, Miller, Ward, & Wehmeyer, 1998). Thus, lending 
support for the need for a transition statement and instruction in this area to take place at least by 
the time the student with a specific learning disability turns fourteen. 
Research in the area of self-determination has shown the importance of teaching these 
skills so that students with specific learning disabilities are able to make effective choices and 
decisions that they see beneficial and assist students with being successful in life after high 
school. Wehrneyer (2002) has also shown that models of self-determination can be used to teach 
students to make choices and decisions that are consistent with what is most important to them 
and enable them to achieve more positive adult outcomes. A general overview of best practices 
in promoting and enhancing self-determination can be used to help students with learning 
disabilities make effective choices and decisions. However, defining best practices may be 
challenging and thus numerous curricula are used. 
Further studies in relationship to self-determination show evidence that it is essential that 
students with specific learning disabilities form positive relationships with others in order for 
them to become self determined and make clear, effective career and life choices (Ryan & Deci, 
2000). Inappropriate or ineffective socialization skills are frequently cited in the literature as 
issues for individuals with learning disabilities (Price, 2002). 
Although researchers have focused on promoting self-determination and publishers have 
produced more than 60 curricula on self-determination (Field, Martin, Miler, Ward, & 
Wehmeyer, 1998; Test, Karvonen, Wood, Browder, & Algozzine, 2000), a significant lag 
remains in the degree to which self-determination content is reflected in the goals and objectives 
of students' individualized education programs (IEPs) and, consequently, in classroom 
instruction (Field, Sarver & Shaw, 2003). Ward and Kohler (1996) suggest that students are not 
expected to develop content area skills without specific instruction in those skills. Therefore, 
they cannot be expected to acquire the skills necessary for self-determination without instruction 
that specifically targets the development of those skills. 
Weymeyer (2002) also wrote of the importance of self-determination for students with 
disabilities in terms of their success in personal relationships. Wehmeyer and Schwartz (1997) 
reported that young adults with disabilities who had higher levels of self-determination were also 
more advanced in social skills. 
Part of the curricula for self-determination is devoted to assisting students in determining 
their personal academic goals. According to Field, Sarver and Shaw (2003), students who learn 
the skills necessary in order to become self-determined are more successful in achieving the 
goals that they have set for themselves (Field, Sarver & Shaw, 2003). 
Researchers Field, Sarver, and Shaw (2003) revealed that with further research and 
implementation of practices of self-determination, students with specific learning disabilities 
may have a stronger success in post-secondary settings. The key is to begin early and implement 
the strategies at a young age so that these skills are practiced and become automatic. 
Communication 
Communication is a skill that is learned by most individuals at an early age. Some learn 
individuals who are more severely impaired learn communication skills much later in life or have 
learn modified forms in order to communicate with others as they go through life. Most students 
who have been identified with a specific learning disability have some degree of communication 
skills at a young age that they continue to build on as they get older. Inadequate communication 
skills can cause frustration within the individual and are both a social and an academic 
disadvantage. 
Efficient and well developed listening and expressive language skills are the basis of 
effective communication. Studies revealed that individuals with a specific learning disability 
often struggle to keep up with the conversations of others. In addition, they may experience 
difficulties following the train of thought and often fail to notice body language, facial 
expressions or tone of voice. Most also fail to anticipate reactions, have difficulty observing 
complex emotions, do not realize that some things they say may anger the another or directly 
criticize, and often do not recognize any signs that their communications are being negatively 
interpreted. For these reasons, students may experience trouble in many facets of his or her life. 
Research has also demonstrated that adolescents are inept at choosing appropriate 
clothing, mixing and matching colors and patterns, and the ridicules of their peers because of 
their odd appearance adds encouragement. Responding to tense situations with a sense of humor 
is vital, especially when these individuals are conversing with their peers. The knowledge and 
acquisition of social skills can be learned through modeling and guided practice. Studies have 
shown that social skills are best learned from the peer group games and role-plays. 
Every aspect of one's life seems to require some type of communication. Development of 
these skills is critical if one wants to convey ideas. Many students with specific learning 
disabilities identify some type of post secondary goal that necessitates communication with other 
individuals in order to prepare them to function as a participating member of the society and 
potential work force (Shiffrin & Dumais 1981).C 
CHAPTER THREE 
Methodology 
Introduction 
This chapter will include information about how the sample was selected for the study, a 
description of the sample, and the instrumentation that was used. Data collection and data 
analysis procedures will also be explained. The chapter will conclude with limitations of the 
study. 
Research Methods 
The study was conducted with a pretestlposttest design format. Individuals selected for 
the study were strategically placed into two test groups at the beginning of the school year, with 
intent to complete the study during the second half of that school year. Students were randomly 
selected into these groups and instruction in the content area of language arts took place 
throughout the school year. The study was conducted at the beginning of the fourth quarter, from 
April 17,2006, through May 5,2006, of school and subsequently, each participant's annual IEP 
had already taken place. Therefore, a pretestlposttest mock IEP scenario was used to help 
determine the relationship between the transition skills instruction and student outcomes. 
The individuals chosen to help score each student in the mock transition scenarios were 
employees of the school and individuals that each student had the opportunity to come into 
contact with on a daily basis. Therefore, the students were just as comfortable with the evaluators 
as they would be if interacting with them in an IEP meeting. Numerous individuals were asked to 
participate as evaluators for the study; however, the time of day was noted as a limitation due to 
the availability of these individuals. The three people chosen were all women and knew each of 
the students. One evaluator was the eighth grade Guidance Counselor who had followed this 
group of students since they were in 6th grade. The second was the Specific Learning Disabilities 
Program Assistant, who also worked with each of the students since the beginning of the school 
year. The last individual was the Student Services Secretary who has worked with or had an 
awareness of each of the students. Each of the evaluators was given a copy of the scoring rubrics 
to be used and had an opportunity to ask the researcher clarifying questions if desired; however, 
none of them chose that option. Each was invited to attend the pretest mock scenario and 
participated in them. The mock scenarios took a total of ninety minutes each day. 
Sample Selection 
Participants in the study were in eighth grade at Hudson Middle School. Currently there 
are 396 students in enrolled in the grade, thirty six students total are involved in special 
education. Twenty students who are involved in the Special Education Specific Learning 
Disabilities program were chosen for the study. Ten females and ten males who ranged in age 
from thirteen to fourteen and a half were selected for the study. They were students who receive 
specifically designed instruction for specific learning disabilities in the content areas of both 
reading and written language. Up until the time of the study, the students had received the same 
instruction in each of the classes. There were six boys and faur girls in one class and six girls and 
four boys in the other language arts class. Both of the classes met in the morning and were 
successive. Through interactions with parents, each of the students comes from different home 
environments and six were from split parent or blended family backgrounds. 
Prior to the beginning of the study, the Superintendent and building Principal were 
informed about the study and related objectives to ensure compliance with the guidelines set 
forth by the district. Each participant and his or her parent(s) were also be contacted and gave 
consent for participation in the study. A copy of this consent document signed by parents is 
included in Appendix A. The signed consent forms were kept with all other raw data in a locked 
file cabinet. 
Instrumentation 
A pretest-posttest design was used for the study. The two groups of students were chosen 
and split into two classes prior to the beginning of the school year. The implementation of the 
study did not take place until April of the 2005-06 school year when the students participated in 
a transition unit. The researcher was the instructor of the class and for the students chosen for the 
study. Each of the students was introduced to a transition skills unit modeled after the self- 
determination framework (shown in Appendix D) developed by Field and Hoffman (2001) 
entitled Teaching with Integrity, Reflection, and Self Determination. This model identified basic 
self-determination steps, know yourself, value yourself, plan, act, experience outcomes, and 
learn. The modified unit designed by the researcher, was broken down and was comprised of 
four areas related to the Field and Hoffman (200 1) self-determination model-know yourself, 
value yourself, plan, and make decisions. The philosophy used was that transition can be defined 
in two components, knowing what one wants and knowing how to get it, was used in instruction. 
The first of the four areas discussed in the transition unit coincided with the first part of the 
definition, knowing what one wants. 
The first component in the unit was structured to have the students get to know their true 
self. Activities focused on self-discovery and the identification of what each student wants in 
life for him or her. Students were involved in classroom discussions relating to the dreams and 
visions they had for their future. They wrote down their goals and learned how to self assess their 
progress toward daily, weekly, short term, and long term goals. 
Valuing themselves was the second component of the unit and yet another part of getting 
students to identify what they want in their lives. Lessons focused on increasing self-esteem and 
self-worth. Students created commercials about their uniqueness and genuine qualities they 
possess, making them the people they are and different from others. Students were involved in 
class discussions and recorded their thoughts and feelings in a personal journal. 
The second half of the definition, knowing how to get what one wants, is where the study 
took place as it addressed the two instructional areas of planning and making decisions. This 
part of the overall unit was introduced by reviewing the definition of transition. Students were 
told about the study and had the opportunity to ask questions if they wanted to. The purpose of 
the study was explained as was the significance. Later in the lesson, students discussed what they 
felt self-advocacy meant to them. They created signs that said, "Speak up for Yourself!" as an 
introductory activity. 
The second day of the identification of and instruction for eight keys areas for self- 
advocacy was defined by the curriculum My Future My Plan (University of Minnesota, 2003). 
They were noted as 1) Think about what you want and how you will get it, 2) take the team 
approach, 3) take one problem at a time, 4) break problems into small parts, 5) figure out who's 
who, 6) get the facts, 7) know your rights and responsibilities, and 8) be persistent. 
After the identification of these areas, students were given statements of situations that 
they may encounter. They got into pairs and discussed what they would do in these types of 
situations. Large group discussion of the ideas presented followed in small groups. The lesson 
continued with an explanation of what the study was and when it would take place. The 
participants involved in the study were unaware of which group would receive the specifically 
designed transition instruction. The students had many questions; however the instructor had to 
be cautious when answering so as to not let on to which group would receive instruction and 
what variables were being looked at. They also questioned who the participants would be in the 
mock pretest scenario. The instructor chose to tell the individuals who they were and what role 
they would be playing, so help alleviate any undo anxieties or frustrations that could incur and 
taint results. 
The day of the pretest, the instructor asked for volunteers to create the order in which the 
students would be evaluated. They were informed that they would not be graded, but would be 
scored according to previously stated guidelines. The tables were arranged, so that three people 
could be seated on each side, with one at each end. The individual who was in the science 
teacher role sat next to the instructor andlor special education teacher representative on one side 
of the table. The Guidance Counselor assumed the role of herself and as the LEA Representative; 
she sat on the left of and next to the Specific Learning Disabilities Teacher at one end of the 
table. The Specific Learning Disabilities Teacher Assistant played the role of the student's parent 
or guardian. She sat across from the science teacher and Specific Leaming Disabilities Teacher. 
The students were all placed outside the classroom in the commons area of the house and were 
each given a copy of the pretest scenario. As each student entered the room, he or she was 
welcomed and asked to sit next to the "parent" as he or she came into the room. 
The pretest scenario began by the "parent" directing the statement "Isn't there something 
you need to discuss here today?" Each student was given the chance to speak and was asked the 
questions located at the bottom of the pretest scenario throughout the mock scenario. 
The study continued with instruction in the areas of communication skills, including both 
verbal and nonverbal skills. Students practiced numerous mock situations and student interviews 
in class. Copies of the situations and the student interview form used in class for practice are 
located in Appendix D of this study. When students took part in these activities, they were paired 
with other students in the class and gave feedback on both verbal and nonverbal communication 
skills. During each of the nine separate class sessions, the students were involved in this activity; 
they were paired with a different partner until they had been evaluated by each member of the 
class. On the last occasion, each member was part of a mock team and all members sat around a 
large table. One at a time, the students left the room and then entered as though they were taking 
part in a real meeting or interview. Each student in the class chose three different questions from 
the student interview form to ask during this session. This activity was spread over the course of 
two class periods. Each student had the opportunity to ask the questions of each of the other 
members of the class. At the conclusion of each mock interview, the other members provided 
feedback to the student as did the instructor on both verbal and nonverbal communication skills. 
Data Collection 
Prior to the delivery of the communication unit, the researcher created a pretestfposttest 
rubric to be used for the collection of the data. The researcher predetermined the areas to be 
assessed for both verbal and nonverbal skills. Loban's Oral Language Scale was used as a guide 
for the key content areas to be assessed-skill in communication, organization, wealth of ideas, 
and delivery. Nonverbal skills assessed consisted of eye contact, facial expressions, gestures, 
posture, and listening. The rating scale in each of the categories ranged from one to four and 
each area was explicitly defined. One meant the participant was performing a beginning level; a 
score of two meant the participant had developing skills; three indicated accomplished skills; and 
four meant the participant had exemplary skills in the targeted area. The content of the rubric 
was reviewed by Dr. Ruth Nyland, a UW-Stout faculty member, who was used as a subject 
matter expert. 
The day of the pretest, each of the mock transition case scenario evaluators were given 
one set of rubrics for each of the participants in the study. Each participant was given a number 
which corresponded to the same number on the evaluation sheet and the evaluators were 
instructed not to put the names of the individuals anywhere on the scoring guides. After each 
participant was completed with the mock transition scenario, the researcher collected the rubrics 
from each participant and another set was given to each evaluator as the process continued. 
Classroom instruction for transition skills in the area of communication took place over 
the course of the next two and a half weeks. The posttest mock scenario was set up the same as 
the pretest for both test groups. The second group of students was the official test group as they 
were the ones to receive the specifically designed transition instruction. Not to change the overall 
context, the posttest was similar to the pretest, with only a few minor changes. For example, the 
pretest dealt with a science teacher and in the posttest, it was a history teacher. Copies of both the 
pretest and posttest scenarios can be found in Appendix B. 
Data Analysis 
After the posttest session, the data was entered into a Microsoft Excel spreadsheet where 
the mean pretest and mean posttest for both groups was calculated. The scores in each of these 
areas were compared upon completion of data entry and then the data was analyzed by the 
researcher and conclusions were drawn. 
Limitations 
There are numerous limitations to this study that need to be addressed, particularly for the 
sample selection, data collection, and instrument used. 
First, Each student's annual IEPs was already completed by the time the study began, so 
there is a gap between the end of the instruction and when the actual skills can be tested andlor 
observed in the IEP meeting. In addition, there will not be any planned review of the material 
learned in the fall of the year. 
Secondly, the sample of participants comes from only one school district. In addition, the 
number of students participating in and those identified with a specific learning disability are 
significantly low in number. For this reason, one should use caution in making comparisons or 
overgeneralizations when viewing the results of the study. 
Thirdly, students who were chosen as the instructional group may not be in attendance 
each day that the specifically designed instruction takes place. This could affect the results of the 
study because they did not participate in the direct instruction that day and received only a 
makeup lesson which is not delivered the same, within the same timeframe, and without peers 
present. 
The data collection process may also have limitations. The students may not answer 
honestly or with the best intention when completing surveys or informal testing related to the 
objectives of the study. This may be true for a variety of reasons including, lack of interest in the 
subject, difficulty understanding the objectives of the unit, personal attitude, etc. The researcher 
addressed this issue by reiterating the purpose of instruction and goals of the unit. 
Careful selection needs to take place so that the sample population isn't overwhelmed 
with assessments prior to and at the end of the study when the pretest and posttest evaluations are 
conducted. Face validity for this study was established by review of SME Ruth Nyland and Dr. 
Juli Taylor. 
Reliability of instruction is another factor that could limit the study. If the students do not 
take the information presented in the lessons seriously, the scoring of the pretest and posttest 
could be invalid. 
Timeframe of the study was limited and occurred at the end of the year when the teacher 
and evaluators were more familiar with the student and already established rapport and 
understandings with them. 
There are numerous limitations with the students who are part of the study. Preknowledge 
andlor bias of evaluators may be based on differing factors. For example, some students have 
more experience talking in front of groups or with others in authoritative positions. Some of the 
individuals have very supportive communicative parents or home environments or family 
members. Birth order may also play a role in that if there is more than one child in the family, 
they may have more experience taking a leadership role when older. The age of the participants 
could play an important role due to the fact that some students turned 14 as the study was taking 
place and some were already 14 at the beginning of the year or during the fall semester. This 
could imply developmental differences or relationships and the demographics cannot be 
controlled variables. 
There are also limitations relating to the mock scenario and related evaluation. The 
evaluators already know the students and in differing roles within the school, some are better 
acquainted than others. Interpretation of the scoring scale may also be a limitation because 
although each participant was given time to review the performance rubric, the pretest, and the 
posttest, no time was given for the participants to converse or gain a common ground for 
understanding the scoring tools. The Specific Learning Disabilities Teacher also poses to be a 
limitation because of the inability to be entirely objective during the evaluation process. 
However, multiple evaluators were used to help limit bias. 
Students were given the pretest and posttest forms at the beginning of the class period 
when the mock IEP scenarios were taking place; consequently, the students who were scheduled 
later in the class period had more preparatory time. In addition, the students involved may have 
experienced varying levels of anxiety, have differing levels of memory skills, and varying levels 
of attention span. 
In order to maintain integrity with the study, the researcher opted not to view the results 
of the pretest until both the pretest and posttest data could be analyzed together. 
CHAPTER FOUR 
Results 
Introduction 
This chapter will include the results of the study. Each category for both verbal and 
nonverbal communication skills for the control group and the test group is delineated. 
Demographic Information 
There were twenty students who were identified for, and who participated in, the research 
with the purpose of determining if specifically designed communication instruction in the area of 
transition skills increased the ability of a student with a specific learning disability to articulate 
his or her needs, preferences, and interests at during a mock IEP meeting. Participants of the 
study were middle school students, ages 13 to 14, which were formally identified through state 
and federal guidelines as having a specific learning disability. Each of the participants was 
instructed in the area of language arts. The participants in the study were strategically grouped at 
the beginning of the school year into two separate classes, each comprised of ten students. There 
were an equal number of both boys and girls participating in the study. 
Table 2 
Total Number of Males vs. Females in the Control Group and Test 
Group 
Males Females 
Control Group 6 
Test Group 4 
Both groups received identical instruction throughout the course of the school year and until 
implementation of the study. Both participated in pretest scenario to provide benchmark data 
about the performance of transition and communication skills; however, only one of the two 
groups received the specifically designed instruction in the area of transition skills. The 
researcher analyzed the pretest and posttest data together at the conclusion of the study. The 
group that did not receive the communication skills instruction continued with transition 
activities and at the conclusion of the study, both groups participated in the posttest mock IEP 
scenario. Results were then tabulated and are included in this chapter. 
Item Analysis 
A scoring rubric was used to evaluate both verbal and nonverbal skills during the pre-and 
posttests (see Appendix B). Each participant in the study was scored on a scale of one to four, 
four being the highest possible score and each level had specific criteria. One meant the 
participant was performing a beginning level; a score of two meant the participant had 
developing skills; three indicated accomplished skills; and four meant the participant had 
exemplary skills in the targeted area. The control group, Group 1 was the group that did not 
receive the instruction in the communication unit. The test group, Group 2 was the group that did 
receive the specifically designed communication skills instruction. 
Nonverbal skills areas that were assessed included five areas: eye contact, facial 
expressions, gestures, posture, and listening skills. The data collected for each of the students in 
the areas are itemized in tables below. The tables delineate the mean pretest and posttest scores 
as well as the average percent of change for the control and test groups. 
The first nonverbal area assessed was eye contact. The control group as a whole mean 
had pretest scores that were higher, 2.69 and 3.50, than the test group, 2.23 and 2.98, and 
consequently needed to score higher with the posttest in order to show gains; therefore, the 
percent of change indicated in the results tabulated below, 35% for the control group and 36% 
for the test group, may not necessarily indicate a higher percentage of increase from the pretest 
to the posttest. T-test results for the control group and test group are delineated in Tables 15 and 
demographic results are indicated in Table 16. 
Table 3 
Nonverbal Communication Skill-Eye Contact 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.69 3.50 30% 
Test Group 2.23 2.98 34% 
Facial expressions were the second area assessed. Once again, the initial mean scores 
indicated in the control group (2.46) were higher than the test group (2.23). The average percent 
of change in the data indicates slightly elevated levels of improvement with the control group, 
32%, and a greater increase is demonstrated with the test group, 76%. 
Table 4 
Nonverbal Communication Skill-Facial Expressions 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.46 3.24 32% 
Test Group 1.80 3.16 76% 
The third nonverbal area assessed was gestures. The scoring rubric indicated only two 
choices for scoring, either one or four. However, some of the evaluators scored some participants 
with a two or three, thus creating more inconsistency with the scoring and the ability to assess 
the data collected. One should use caution when viewing the results of both the control and test 
groups as the percents of change could have been significantly different when using only a score 
of one or four. The percent of change may not have varied as much if the evaluators used a score 
of two or three when scoring the participants. 
Table 5 
Nonverbal Communication Skill- Gestures 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.20 3.03 38% 
Test Group 1.08 3.00 178% 
The fourth nonverbal area assessed was posture. Evaluators scored each participant on 
the scale of one to four, observing whether or not the participant slumped during the scenario or 
demonstrated a strong positive feeling about the topic through his or her body language. In this 
area, the test group demonstrated a higher increase in the skill from the pretest to the posttest; 
however, this group's initial evaluative scores showed a much lower beginning point, with mean 
pretest scores ranging from 1.5 to 2.75 and mean posttest scores of 2.5 to 4.0. The control group 
had mean pretest scores ranging from 1.75 to 3.75 and posttest scores ranged from 3.0 to 4.0.The 
increase in the average percent of change for the test group could indicate success of the 
instruction and carry over of the concepts taught due to the 58% increase for the test group as 
opposed to the 36% increase for the control group. 
Table 6 
Nonverbal Communication Skill- Posture 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.50 3.40 36% 
Test Group 2.10 3.23 54% 
Listening skills was the last area assessed by the evaluators in the area of nonverbal 
skills. Results indicated that the control group had mean pretest scores of 2.38 to 4.0 and posttest 
mean scores ranging from 3.0 to 4.0. The test group had lower initial scores, ranging from 1.5 to 
2.75 and increased to demonstrate posttest mean scores that ranged from 2.25 to 4.0. 
Table 7 
Nonverbal Communication Skill-Listening Skills 
Pretest Mean Posttest Mean Percent Change 
Control Group 3.01 3.64 21 % 
Test Group 2.48 3.05 23% 
Verbal skills were also assessed in both the pretest and posttest. The verbal areas scored 
for each participant consisted of skill in communication, organization, wealth of ideas, and 
delivery. Portions of the rubric were modeled after were taken from Loban's Oral Language 
Scale (1 961). The tables below display the data for each student in the four given areas. The 
scores for the pretest and posttest are given in addition to the percent of change. 
The first verbal communication skill assessed was skill in communication. The evaluators 
scored each of the participants on their ability to speak effectively, taking into consideration the 
inflection and tone of his or her voice throughout the mock IEP scenario pretest and posttest. 
Evaluators also looked for the participant to take turns listening and speaking as well as make 
him understood through his communication and word choices. Pretest mean scores for the 
control group ranged from 1.75-3.75 and the posttest mean scores varied from 3.0-4.0. The test 
group demonstrated slightly lower initial results, ranging from 1.75-2.13 and posttest results 
ranged from a mean of 2.5-3.5. The results of evaluations are noted in the table below. 
Table 8 
Verbal Communication Skill-Skill in Communication 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.43 3.38 39% 
Test Group 1.90 2.88 52% 
Organization was also a key component scored by the evaluators. They took into 
consideration how the participant organized what he or she was going to say in response to the 
situation and questions posed. The evaluators looked for evidence that each participant planned 
what he or she was going to say, kept logical sequence, and did not ramble. Average percent of 
change between the pre and posttests for the control group, ranged from -12%-100% and for the 
test group, the data indicated a range of -1 1% to 86%. 
Table 9 
Verbal Communication Skill- Organization 
Pretest Mean Posttest Mean Percent Change 
Group 1 2.48 3.24 31% 
Group 2 2.13 2.98 40% 
The third verbal communication skill assessed was the amount and quality of ideas that 
the participant offered. The evaluators looked for the participant to be creative and imaginative, 
make suggestions, and offer ideas on the topics in question. Pretest scores for the control group 
ranged from 1.75 to 3.25 and posttest mean scores ranged from 2.5 to 4.0. The test group also 
demonstrated an overall increase of skills with pretest scores ranging from 1.5-2.25 and elevating 
form 2.75 to 3.25. 
Table 10 
Verbal Communication Skill- Wealth of Ideas 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.43 3.18 31 % 
Test Group 2.01 2.98 48% 
Lastly, the participants were evaluated on their ability to effectively deliver the spoken 
information. They were assessed as to the clarity of his or her voice, grammatical errors made, 
and pronunciation of terms when speaking. Both groups showed a positive increase from the 
pretest to the posttest. The control group had increases that ranged from -9%-88% and the test 
group demonstrated an increase that ranged from 22% to 100% per individual. 
Table I I 
Verbal Communication Skill-Delivery 
Pretest Mean Posttest Mean Percent Change 
Control Group 2.52 3.36 33% 
Test Group 1.95 2.89 48% 
- - 
The pretest and posttest mean scores of individual participants in the various categories 
were calculated to assess the percent of increase or decrease from the pre to post tests for each 
student in each category. Note that the Control Group consists of the students numbered 1-9 and 
19 and that the Test Group consists of students numbered 11-1 8,20 and 22. The odd numbered 
participants are male, numbers 1-17 and 19 and the even numbered participants are those that are 
females, numbers 2-8 and 12-22. That data is summarized into the Table 12 below. 
Table 12 
Individual Scores and Percent Change for Nonverbal and Verbal 
Communication Skills 
Nonverbal Communication Skills 
Student eye contact facial express gestures posture listenrng 
Pretest Mean 2.63 3.00 3.50 2.50 3.25 
1 Posttest Mean 3.50 3.50 3.50 3.50 3.50 
Oh Change 33% 17% 0% 40% 8% 
Verbal Communication Skills 
comrnunicat~on organization wealth of ~deas dellvery 
3.00 3.00 2.75 3.00 
3.25 3.00 3.00 3.50 
8% 0% 9% 17% 
Pretest Mean 2.25 1.50 1.00 1.75 2.75 
2 Posttest Mean 3.75 3.50 2.50 4.00 4.00 
% Change 67% 133% 150% 129% 45% 
1.75 2.25 2.13 1.88 
3.75 4.00 4.00 3.50 
114% 78% 88% 86% 
Pretest Mean 2.50 2.75 2.25 3.00 2.50 
3 Posttest Mean 3.25 3.50 2.75 3.00 3.00 
% Change 30% 27% 22% 0% 20% 
2.00 2.63 2.75 2.50 
3.00 2.75 2.50 2.75 
50% 5% -9% 10% 
Pretest Mean 2.50 2.50 2.50 1.75 3.00 
4 Posttest Mean 3.75 3.75 2.50 3.00 3.50 
Sb Change 50% 50% 0% 71% 17% 
2.00 2.50 2.50 2.50 
3.00 2.75 2.75 3.25 
50% 10% 10% 30% 
Pretest Mean 3.75 3.00 2.75 3.25 3.00 
5 Posttest Mean 2.75 3.25 3.25 3.00 3.50 
X Change -1 00% 25% 50% -25% 50% 
3.00 3.00 2.75 3.00 
3.25 2.88 3.00 3.75 
25% -12% 25% 75% 
Pretest Mean 2.00 2.50 2.00 1.75 3.00 
6 Posttest Mean 4.00 4.00 2.75 3.75 4.00 
% Change 100% 60% 38% 114% 33% 
2.00 1.75 1.75 2.75 
4.00 3.50 3.00 3.75 
100% 100% 71 % 36% 
Pretest Mean 3.25 3.50 3.50 3.75 4.00 
7 Posttest Mean 4.00 4.00 4.00 3.75 4.00 
X Change 23% 14% 14% 0% 0% 
3.75 3.25 3.25 3.75 
4.00 4.00 3.75 4.00 
7% 23% 15% 7% 
Pretest Mean 2.75 2.25 2.00 2.25 3.00 
8 Posttest Mean 3.50 4.00 3.75 4.00 3.88 
% Change 27% 78% 88% 78% 29% 
Table continued on next page 
2.75 2.13 2.13 1.63 
3.50 3.50 3.00 3.75 
27% 64 % 41% 130% 
Table continued from previous page 
Pretest Mean 2.75 2.00 1.50 2.75 3.25 
g Posttest Mean 2.75 3.00 2.75 3.25 3.50 
% Change 0% 50% 83% 18% 8% 
Pretest Mean 2.50 1.75 1.00 2.25 2.38 
1 g Posttest Mean 3.75 3.75 2.50 2.75 3.50 
O h  Change 50% 114% 150% 22% 47% 
Pretest Mean 2.00 2.50 1.25 2.25 2.00 
1 1 Posttest Mean 3.00 3.00 4.00 3.50 2.25 
% Change 50% 20% 220% 56% 13% 
Pretest Mean 2.00 1.25 1.25 1.50 1.50 
12 Posttest Mean 3.00 3.50 3.50 3.00 3.00 
% Change 50% 180% 180% 100% 100% 
Pretest Mean 2.25 1.50 1.00 1.75 2.75 
13 Posttest Mean 3.00 3.00 2.25 3.00 2.50 
% Change 33% 100% 125% 71% -9% 
Pretest Mean 2.50 2.00 1.25 2.75 2.50 
14 Posttest Mean 2.25 2.50 1.75 3.00 2.75 
% Change -10% 25% 40% 9% 10% 
Pretest Mean 2.25 2.25 1.00 2.00 2.50 
1 5 Posttest Mean 3.00 3.25 3.00 3.50 3.00 
% Change 33% 44% 200% 75% 20% 
Pretest Mean 2.00 1.75 1.00 2.25 2.50 
16 Posttest Mean 3.75 3.50 2.50 4.00 4.00 
%Change 88% 100% 150% 78% 60% 
Pretest Mean 2.25 1.75 1.00 2.00 2.75 
17 Posttest Mean 3.25 3.00 3.25 3.00 3.00 
% Change 44% 71 % 225% 50% 9% 
Pretest Mean 2.75 1.50 1.00 2.25 2.75 
18 Posttest Mean 2.50 2.75 4.00 2.75 3.00 
% Change -9% 83% 300% 22% 9% 
Pretest Mean 2.25 2.00 1.00 1.75 2.75 
20 Poshest Mean 3.00 3.50 2.50 3.50 4.00 
YO Change 33% 75 % 150% 100% 45% 
Table continued on next page 
22 posttest Mean 3.00 3.00 3.25 3.00 3.00 3.50 3.50 3.00 3.50 
Oh Change 50% 100% 225% 20% 9% 1 75% 56% 50% 86% 
Table continued from previous page 
Pretest Mean 2.00 1.50 1.00 2.50 2.75 
Subtotals for the pretest and posttest verbal and nonverbal mean scores were also 
2.00 2.25 2.00 1.88 
calculated for both the control group and the test group. Those summations are noted in the table 
below. 
Table 13 
Mean Pretest, Mean Posttest, and Percent Change for Nonverbal and Verbal Skills for the Control Group and 
Test Group 
1. eye contact 
2. facial expressions 
3. gestures 
4. posture 
5. listening skills 
CONTROL GROUP TEST GROUP 
VERBAL 
1. communication 
2. organization 
3. wealth of ideas 
4. delivery 
Pretest Mean Posttest Mean Percent Change 
NONVERBAL 
The pretest mean, posttest mean, and percent change for both males and females involved 
in the study are delineated in Table 14. Results show that within the area of nonverbal skills, the 
average percent of change was higher for the females with percentages of increase ranging from 
32% to 106%. The males also made increases in all of the nonverbal skill areas, with percentages 
ranging from 22% to 66%. In the area of verbal skills, the females displayed an increase over the 
Pretest Mean Posttest Mean Percent Change 
males in the average percent of change for skill in communication, organization, and wealth of 
ideas. The males displayed a higher percent, 20%, in the verbal skill area of delivery vs. the 
females, 18%. 
Table 14 
Demographic Pretest Mean, Posttest Mean, and Percent Change 
MALES FEMALES 
Pretest Mean Posttest Mean Percent Change 1 Pretest Mean Posttest Mean Percent Change 
I 
NONVERBAL 
1. eye contact 2.61 3.19 22% 
2. facial expressions 2.33 3.31 42% 
3. gestures 1.88 3.13 66 % 
4. posture 2.56 3.19 25% 
5. listening skills 2.89 3.18 10% 
The mean scores were compared for the control group and the test group. Paired t-test 
2.31 3.19 38% 
2.00 3.39 70% 
1.40 2.88 106% 
2.08 3.66 76% 
2.65 3.51 32% 
VERBAL 
1. communicatjon 2.14 3.06 43% 
2. organization 2.38 3.07 29% 
3. wealth of ideas 2.33 3.08 32% 
4. delivery 2.46 2.95 20% 
scoring was used to determine whether the average percentages were statistically significant. 
2.04 3.10 52% 
2.15 3.00 40% 
2.1 1 3.08 46% 
2.76 3.26 18% 
Table 15 displays differences in the control group and test group pretest and posttest scores. 
Table 15 
Control Group and Test Group Statistical 
Differences 
Item Group N Mean df value critical 
Control 9 3.2433 
Pretest Mock Scenario 8 7.2906 0.001 
Test 9 3.01 33 
Control 9 2.5244 
Posttest Mock 
Scenario 8 1.7299 0.1219 
Test 9 1.9644 
When p<.05, the difference between the means is statistically significant. T-test scores 
(7.2906) indicated that between the control group and the test group, there was an extremely 
statistically significant difference in the pretest scores @-value ,001) of the two groups. The 
posttest not found to be statistically significant with a t-test score of 1.7299 and two-tailed 
critical p-value (0.12 1 9). 
The demographics were also analyzed with a paired t-test to see if the instruction made a 
statistically significant change in the results. Demographic differences for the pretest and posttest 
are displayed in Table 16. 
Table 16 
Male and Female Statistical Differences 
calc t 2-tailed 
Item Group N Mean df value critical 
Males 9 2.3978 
Pretest ~ o c k  Scenario 8 2.174 0.0614 
Females 9 2.1 878 
Posttest Mock 
Scenario 
Males 9 3.1289 
8 1.3411 0.2167 
Females 9 3.23 
T-test results indicated the difference between males and females within the pretest and 
posttest mean scores for nonverbal and verbal skills assessed were not significant. The t-test 
indicated a pretest score of 2.1740 (p-value 0.06 14) and a posttest t-test score of 1.34 1 1 (p-value 
.2167). The results do suggest that there is a closer statistical significance with the pretest scores 
between the males and females (0.0614) when using p<.05. 
CHAPTER FIVE 
Summary, Conclusions, and Recommendations 
This chapter is divided into three distinct sections (1) a summary of the study; (2) 
conclusions based on the results of the study; and (3) recommendations that are related to the 
study. 
Summary 
Students who have been formally identified through state and federal guidelines as 
having a specific learning disability are required by law to have a statement of transition needs in 
his or her IEP at the age of 14 or when turning 14 within the timeframe of their current IEP. This 
statement needs to address the student's needs, preferences, and interests as related to their post- 
school outcomes and goals. 
Participants in the study were in eighth grade at Hudson Middle School in Hudson, WI. 
Each participant was currently receiving Special Education services in the area of Specific 
Learning Disabilities and was placed in a non-inclusive setting where they received specifically 
designed instruction in the area of language arts. Each student was invited, but did not 
necessarily attend his or her IEP meeting during the school year. Each student's IEP had taken 
place prior to the implementation date of the study. A total of twenty students participated in the 
study and were placed in one of two predetermined groups according to class meeting time at the 
beginning of the school year, with the intent to implement and complete the study during the 
course of the school year. These groups were then used as control and test groups for the study. 
The purpose of this study was to assess whether or not specifically designed instruction in 
the area of communication skills would improve a student's, who had been identified with a 
specific learning disability, ability to articulate his or her needs, preferences, and interests during 
a mock transition scenario. After a review of literature, a pretest and posttest were designed for 
mock transition scenarios and a scoring guide was created for assessing verbal and nonverbal 
communication skills. 
Four evaluators were chosen, including the researcher, and assisted in gathering data 
during the pre and post test mock IEP scenarios. Each participant was initially evaluated in a 
mock transition scenario for verbal and nonverbal communication skills. The pretest results were 
not viewed by the researcher until after the posttest was administered. The pretest data and 
signed parent consent forms were kept in an envelope in a locked file cabinet in order to build 
and maintain confidentiality and integrity within the study. 
Using a review of literature, the researcher developed and followed a modified 
communication skills unit in relation to transition. This lesson plan format was delivered to the 
test group. The control group did not receive instruction in the transition area of communication 
skills. This was a deliberate action taken by the researcher to isolate a controlled variable in 
order to determine whether or not the instruction increased the student's ability to articulate his 
or her needs, preferences, and interests in a mock transition scenario. 
Both test groups participated in the posttest as a culminating event to the study. Upon 
completion of the posttest transition scenario, the researcher evaluated all of the data and 
compared the results. Statistics such as mean and average percent of change for each participant 
in these verbal and nonverbal areas were calculate and reported. 
Conclusions 
Each of the research questions will be presented with conclusions made as a result of this 
research. 
Research Question #1 
1. Does communication skills instruction improve the student's ability to perform in a mock 
transition scenario? 
The data collected shows that both groups that were involved in transition activities 
increased their communication skills in the mock IEP scenario. The control group was involved 
in transition activities and the test group received specifically designed instruction in the area of 
communication skills. The control group demonstrated an overall higher mean pretest scores in 
both the nonverbal (2.20 to 3.01) and verbal (2.43 to 2.52) components of the study. The control 
group had average percentages of increase that ranged from 2 1 % to 38% for nonverbal skills and 
3 1% to 39% for verbal skills. The test group began with lower scores, but demonstrated 
increases in all areas, with the exception of a few individuals in specific, not overall, areas. The 
test group's nonverbal pretest scores ranged from 1.08 to 2.48 with average percentages of 
increase from 34% to 178% in the nonverbal skill area and those ranging from 40% to 52% in 
the verbal skills area. Using p<.05, t-test results indicated a significant statistical difference in the 
pretest (0.000 I), but not with the posttest (. 12 19). 
Data collected also shows an obvious divide between the groups when viewing the 
pretest scores. This was not deliberate or expected at the beginning of the year when the groups 
were intentionally formed. The test group made increases in all areas, which could be attributed 
to the communication skills instruction; however, since the control group also made gains, it is 
difficult to make this direct correlation between the relationship between the instruction and 
performance in the mock scenario. The control group began with higher scores, so they 
concluded with higher scores as well; however, the average percentages of increase were 
significantly higher for the test group, 23% to 178%, when compared to the control group, 21% 
to 39%. T-test scores that the differences in both the control group and the test group were 
statistically significant (t-test score 7.2906) when pretest results were compared. However, when 
the posttest mean scores were compared, the t-test score, 1.7299, indicated that the difference 
was not statistically significant. 
Research Question #2 
2. Are there differences in demographics based on communication skills instruction? 
The male participants were assigned odd numbers and females were assigned the even 
numbers in order to keep consistency with the data. In the nonverbal communication area of eye 
contact, the females seemed to demonstrate a higher percent of increase overall from the pretest 
to posttest, 38% for females vs. 22% for males. The same was true of all other areas of nonverbal 
communication skills assessed including, facial expressions, 70% for females and 42% for 
males, gestures, 106% for females and 66% for males, posture, 76% for females and 25% for 
males and listening skills, 32% for females and 10% for males. 
Communication was the first verbal communication skills area assessed by the evaluators 
for each participant. The females seemed to have a higher percent of increase in this area, 52%; 
however, the males also increased their skills, even if slightly less than the females, 43%. 
Organization was another area where the females demonstrated higher percentages of increase, 
with the exception of a student 16 who demonstrated a regression of skill with a -1 1 % decrease. 
The average percent of increase for the males was 29% and females with 40%. Wealth of ideas 
seemed to be the communication skill area where percentages did not increase as dramatically, if 
at all. Both demographic groups showed increases, showing an overall increase of 32% for males 
and 46% for females. Examples of minimal gains for the males are shown in the data of student 
one with a 0% and 9% increase as was with student 1 and student 3 displayed a decrease in skill 
in this area. The final area of delivery was assessed and the males demonstrated a higher 
percentage for increase in skills (20%) than did the females (1 8%). 
Research in the area of self-determination has shown the importance of teaching these 
skills so that students with specific learning disabilities are able to make effective choices and 
decisions that they see beneficial and assist students with being successful in life after high 
school. Wehrneyer (2002) has also shown that models of self-determination can be used to teach 
students to make choices and decisions that are consistent with what is most important to them 
and enable them to achieve more positive adult outcomes. 
Data shows improvement for all students in one or more areas of verbal and/or nonverbal 
communication skills. One may generalize the results to the participants and assume that each 
gained some form of self-determination skills. However, there is no further assessment planned 
at this time to further assess whether or not the students are able to carry over the concepts that 
were taught into an actual IEP meeting as they will not take place until the upcoming school 
year. 
Cognitive theorist, Alfred Bandura (1993) found that if an individual has high self- 
efficacy, there is a correlation with positive affects on performance. In addition, it can affect 
future learning because it presents challenging tasks and will persist longer despite previous 
failures. 
Recommendations Related to this Study 
The following recommendations can be made as a result of this research. 
1. Follow up data is needed in this area in order to make further correlation between the 
specific instruction and the student's ability to articulate his or her needs, preferences, 
and interests during an actual IEP meeting. It would be necessary to assess the students in 
a follow up IEP meeting during consecutive school years. 
2. Further research should include assessing skills for each of the participants at the 
beginning of the school year. This possibly could assist in gaining further insight to the 
student's ability to carry over all concepts taught throughout the course of the year. Other 
factors, including memory skills, learned helplessness, automaticity, self-regulation, and 
self-efficacy assessed throughout the course of the school year may also provide valuable 
information. 
3. If this study is replicated, the wording of the scenarios presented might be improved as 
they seemed to be lengthy and more time needed to be spent defining all the aspects of 
them. For example, it was difficult for the participants to understand the terms specific 
learning disability and IEP. A considerable amount of time could be spent in these areas. 
4. The study revealed that the participants did make overall gains, whether specifically 
instructed with communication skills or with transition activities. This suggests that 
continuing instruction in these areas may assist students in articulating their needs, 
preferences, and interests. In addition, it may assist them in taking an active role in goal 
setting, developing a course of study, and identifying post-school outcomes. A general 
overview of best practices in promoting and enhancing self-determination can be used to 
help students with learning disabilities make effective choices and decisions. However, 
defining best practices may be challenging and thus numerous curricula are used. 
Recommendations for Further Study 
Reflecting on the outcomes of this study, future studies may need to consider changes 
and improvements, helping to minimize the amount of limitations in the study and 
methodology. 
1. It may be advantageous to expand the size and amount of participants and use a similar 
assessment for all areas and all students with specific learning disabilities. 
2. The time of implementation and assessment could also be changed. This would assist in 
gathering longitudinal data which could be used for decision making by special education 
teachers. 
3. One may wish to consider is the instruments used as they were specific only to this 
population for the purpose of this study. A more formal assessment tool may give 
different results. However, once the assessment tool is determined, it may be 
advantageous to use the same instnunent as it may help to enhance reliability. 
4. One may also choose to investigate why the two test groups had such a distinction 
between them after the pretest mock transition scenario participants were evaluated. It 
would be important to determine if the differences were due to learning styles, memory, 
learned helplessness, lack of automaticity, or lack of self-efficacy. 
Recommendations for Special Education Teachers 
Researchers Field, Sarver, and Shaw (2003) reveal that with further research and 
implementation of practices of self-determination, students with specific learning disabilities 
may have a stronger success in post-secondary settings. The key is to begin early and implement 
the strategies at a young age so that these skills are practiced and become automatic. 
Furthermore, with current legislative changes to IDEA, there is a need for schools to 
measure the success of their students with special needs in the area of transition. Other special 
education teachers should consider conducting similar studies to assess performance of students 
with learning disabilities. In addition, the results of this study could implicate the validity of the 
curriculum used and could be a possible resource for helping to teach transition and 
communication skills in order for students to be successful while in school and improve student 
achievement of students with learning disabilities. 
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Appendix A: Parental Consent Form 
This research has been approved by the UW-STOUT IRB as required by the Code of 
Federal Regulations Title 45 Part 46. 
UW-Stout Signed Consent Form for Research Involving Human Subjects 
Consent to Participate In UW-Stout Approved Research 
Title: "An Analysis of the Effectiveness of Specifically Designed Communication 
Instruction for Eighth Grade Students with Specific Learning Disabilities" 
Investigator: 
Melisa Halvorson, SLD Teacher 
Hudson Middle School 
1300 Carmichael Road 
Hudson, WI 54016 
(7 15) 3 86-4222 ext. 22 1 
halvorsonrn~,uwstout.edu 
Research Sponsor: 
Julianne Taylor, Assistant Professor 
UW -STOUT 
4 19 McCalmont Hall 
Menomonie, WI 5475 1 
(715) 232-1443 
tayloriuO,uwstout.edu 
Description: 
The purpose of the study is to determine if specifically designed instruction in the area of 
communication skills will increase the ability of students with specific learning disabilities to 
communicate their individual needs, preferences, and interests at IEP meetings. 
The 20 students who have been selected for the study are currently in eighth grade at Hudson 
Middle School in Hudson, WI. They have been selected with certain criteria. First, each 
participant has been formally identified through federal guidelines as having a Specific Learning 
Disabilties. Second, each participant has been placed in a Language Arts classroom for students 
with this disability, thus removed from the regular classroom, in order to receive specifically 
designed instruction in order to make meaningul progress toward the goals on their 
Individualized Education Plans (IEP). Third, students who are paricipating need to be in eighth 
grade and be turning fourteen within the timeframe of their current IEP. 
Each participant in the study will be placed in predetermined random groups of equal number, 
with a mixture of genders in each group. Both groups will be given the pretest scenario and 
graded according to the guidelines set forth on the project. The groups will be scored; however, 
the data will not be viewed by the author of the study until completion. Specific communication 
skills instruction will be delivered to one of the test groups. The posttest mock scenario will be 
given after three weeks of instruction. The groups will again be scored. Then, the author of the 
study will be able to examine the results to make the determination of whether or not the specific 
instruction increased student performance in a mock transition scenario. 
Risks and Benefits: 
Every case study has some risks. The author of this study feels that although there may be some 
potential or actual physical risks of discomfort, harassment, invasion of privacy, risk to dignity 
and self-respect, and psychological, emotional or behavioral risks, they will be significantly 
limited. The participants who take place in the study have been in this classroom with the 
instructor for the entire school year and have followed classroom procedures and experienced 
transitions from unit to unit. The author of the study will take all necessary precautions to help 
alleviate any pressures or circumstances the participants may be at risk of. 
There are numerous benefits to this study. One is to determine the validity and reliability of the 
instruction and its effects on the participants. From the data collected, the author may be able to 
make generalizations to the population of students with Specific Learning Disabilities with 
caution, assumptions, and limitations understood. The study is important because it can provide 
meaningful data for the instructor in order determine if the specific instruction increases the 
ability of students with this disability to articulate their needs, preferences, and interests at an 
IEP meeting. Demographic data will also be able to be determined and compared. 
With the pretest-posttest design of the study, it is important to note that there are limitations and 
the results from the study should only be viewed as preliminary. 
Special Populations: 
The subjects are below the age of 18; therefore, parental consent is necessary. In order to 
comply with the requirements of the US Department of Health and Human Services, a signed 
consent form for researching involving human subjects will be sent directly to each parent of the 
minors involved in the study. Signed consent forms will be kept on file, separate from the 
documents completed with this project. Students will also go through this process. Each 
participant and/or his or her parent, guardian, or other authorized representative will be given an 
opportunity to withdraw from the study. Due to the nature of the study of students with 
disabilities, confidentiality laws will apply. 
Time Commitment and Payment: 
The study will take place during the scheduled Language Arts class time and will take place over 
the course of four weeks. There isn't any allotted compensation for participation in this study. 
Confidentiality: 
Confidentiality laws are in place regarding students who are identified with Specific Learning 
Disabilities. Your rights as a parent, guardian, or legal representative of a minor child are also 
explained in the rights brochure that is mailed with your IEP invitation annually. Any 
documents including the student's name, signature, or disclosure of the disability will be kept in 
a locked file at all times when not in direct possession of the author or the study. Upon 
completion of the study, these documents will be shredded. The same will be true of you as the 
parent, legal guardian, or appointed legal representative. 
Your name will not be included on any documents. We do not believe that you can be identified 
from any of this information. This informed consent will not be kept with any of the other 
documents completed with this project. 
If you have any questions regarding this survey, please feel free to contact me via phone or 
email. 
Right to Withdraw: 
Your participation in this study is entirely voluntary. You may choose not to participate without 
any adverse consequences to you. Should you choose to participate and later wish to withdraw 
from the study, you may discontinue your participation at this time without incurring adverse 
consequences. 
IRB Approval: 
This study has been reviewed and approved by The University of Wisconsin-Stout's Institutional 
Review Board (IRB). The IRB has determined that this study meets the ethical obligations 
required by federal law and University policies. If you have questions or concerns regarding this 
study please contact the Investigator or Advisor. If you have any questions, concerns, or reports 
regarding your rights as a research subject, please contact the IRE3 Administrator. 
Investigator: Melisa Halvorson IRB Administrator 
(71 5)386-4222 halvorsonm@uwstout. edu Sue Foxwell, Director, Research Services 
152 Vocational Rehabilitation Bldg. 
Advisor: Julianne Taylor UW-Stout 
(71 5)232-1443 taylorju@uwstout. edu Menomonie, WI 5475 1 
71 5-232-2477 
foxwells~,uwstout.edu - 
Statement of Consent: 
By signing this consent form you agree to participate in the project entitled, "An Analysis of the 
Effectiveness of Specifically Designed Communication Instruction for Eighth Grade 
Students with Specific Learning Disabilities" authored by Melisa Halvorson. 
Signature ........................................................................................ Date 
Signature of parent or guardian: ............................................... Date 
Appendix B: Rubrics and Mock Case Scenarios 
Gradina Rubric for Mock Case Scenario PretestIPosttest 
Written by Melisa Halvorson. Last updated 03/30/2006 
Gradina Rubric for Mock Case Scenario PretestIPosttest 
of need to make 
opics; makes sound 
is Speaks clearly and 
loud enough to be 
heard by participants to 
hearimakesno 
numerous 
pronounces words 
majority of the time 
Written by Melisa Halvorson. Last updated 03/30/2006 
Portions taken from Loban's Oral Language Scale, "Language Ability in the Middle-Grades of 
Elementary School. 'U.S. Office of Education, 1961. 
Pretest Case Scenario 
You are currently in eighth grade at a middle school and are 13 going on 14. You are a student 
who has been identified with a Specific Learning Disability in the areas of written language, 
reading decoding. You are an auditory and visual learner, which means that not only do you have 
to hear the information, but you perform best if you see it too. 
You have been in science class for a quarter of school and are getting very fi-ustrated with the 
information taught in class because the teacher is one who lectures a lot. You have a really 
difficult time keeping up with the notes that you are required to take each day. Most of the time, 
you do not get all of the notes written down before the teacher moves on to the next topic. You 
are currently failing the class and you know that if you had better notes, you would do better. 
You are afraid to ask your teacher for help and do not know how to solve the problem so that you 
can do better in class and pass. 
Your parents are angry about your grade because they know you can do better, but they want you 
to help solve the problem and speak up for yourself. They called your teacher and set up a 
meeting that they expect you to attend. 
Pretend that you are now in that meeting with your history teacher and your parent or legal 
guardian. Your parents began the conversation by saying that you have something that you need 
to tell the teacher. Verbally express to the other members present what your feelings are, initiate 
questions, and come up with a solution you are all content with. 
Questions that will help to prompt the student: 
1. How do you think things are going in school at this time? 
2. What makes school easier for you? 
3. What makes school more difficult for you? 
4. What can we as a team do to help you with your learning? 
5. What do you feel your responsibility is? 
6. What can you do in the future to avoid this situation? 
Posttest Case Scenario 
You are currently in eighth grade at a middle school and are 13 going on 14. You are a student 
who has been identified with a Specific Learning Disability in the area of reading decoding. This 
means that you sometimes have a really difficult time figuring out how to read words, especially 
those that are not phonetic, or are spelled the way they sound. You usually bring your books 
home and have your parents read them with you and work on homework together because you 
can understand it better if you hear it out loud. No one really knows about your problem because 
you haven't had to read a lot in class or if you know about it, then you are sure to practice the 
material the night before. 
History is one of your favorite subjects and you have really enjoyed the teacher you have this 
year because she does many fun activities and gives options for projects to show your 
understanding of the material taught in class. One day, your teacher leaves a note by the door 
that says, "Bring your book today." You don't think much of it and are sure to bring your book 
to class. After the teacher takes attendance, she moves up to the podium and says, "OK class, 
today we are going to read our chapter out loud in class." She looks at you and asks you to begin 
reading the first paragraph. You start reading and are not able to pronounce most of the words. 
The students in the class begin to smirk and laugh at you and you are completely embarrassed. 
You are afraid to ask your teacher for help and do not know what to do. 
That night, when you go home, you tell your parents what happens. You are nervous and scared 
because your mom and dad said they will be calling the teacher to set up a meeting. They feel 
that since you are 13 going on 14 that you are able to speak up for yourself and want you to do it 
at the meeting with your teacher. 
Pretend that you are now in that meeting with your history teacher and your parent or legal 
guardian. Your parents began the conversation by saying that you have something that you need 
to tell the teacher. Verbally express to the other members present what your feelings are, initiate 
questions, and come up with a solution you are all content with. 
Questions that will help to prompt the student: 
1. How do you think things are going in school at this time? 
2. What makes school easier for you? 
3. What makes school more difficult for you? 
4. What can we as a team do to help you with your learning? 
5. What do you feel your responsibility is? 
6. What can you do in the future to avoid this situation? 
Appendix C: Daily Lesson Plan Outline 
Table 1 
Daily Lesson Plan Outline 
Day 1 Plan Objectives: 
Transition 1. Define of transition 
2. ldentify the purpose of the study 
3. Define self-advocacy 
Activities 
1. Review the definition of transition 
2. Question/Answer session on purpose of study and mock scenario 
3. Create "Speak Up for Yourself!" posters 
Day 2 Plan Objectives: 
8 areas of 1. Identify and Discuss 8 areas of Self-Advocacy 
Self Advocacy 2. Identify Mock Scenario 
Activities: 
1. Review the definition of transition 
2. Discuss posters students created 
3. ldentify areas of self-advocacy and hold class discussion 
Day 3 Plan 
Pretest 
Objectives: 
1. Hold pretest mock scenario 
Activities 
1. Participate in pretest mock scenario 
Day 4 Plan Objectives: 
Nonverbal skills 1. Identify and Discuss Nonverbal Skills 
Activities: 
1. Practice nonverbal skills 
Day 5 Plan Objectives: 
Verbal skills 1. Identify and Discuss Verbal Skills 
2. Introduce student interview questions 
Activities 
1. Review Nonverbal Skills and model throughout class period 
2. Practice Verbal Skills 
3. Practice asking questions from student interview 
4. Have students pick three questions they would like to ask for 
Mingle Monday 
Day 6 Plan 
Mingle Monday 
Day 7 Making Decisions 
Multiple 
Intelligences 
Day 8 Making Decisions 
Components of 
Transition 
Day 9 Making Decisions 
Components of 
Transition 
Objectives: 
1. Review nonverbal and verbal skills 
2. Students will use verbal and nonverbal skills 
Activities: 
1. Brainstorm Nonverbal and verbal skills 
2. Have students practice asking the three questions they chose 
Out loud in class and have students give feedback 
3. Mingle Monday activity-have students pair up and ask their 
chosen questions and when finished hold class discussion 
on positives, negatives, and suggestions. 
4. What would you do? Mock situation activity. Students are 
grouped and given a mock situation where they need to solve 
the present situation, using verbal and nonverbal skills learned. 
**Each day after today, students will continue to practice verbal and nonverbal 
skills learned and will have a warm up activity involving each student 
having an opportunity to ask a question to another student from the student 
interview question list or choose from the "What Would You Do?" grab bag 
for practice for the posttest. 
Objectives 
1. Students will identify multiple intelligences 
Activities: 
1. What are Multiple Intelligences? Brainstorm and Discuss 
2. Take the Multiple Intelligences "test" from the Transition 
Planning lnventory Workbook p. 59-60 
3. Score and Discuss results when finished 
Objectives: 
1. Students will identify skills, likes, dislikes, and strengths 
Activities: 
1. Transition Planning lnventory Worksheets in class 
a. Skills p. 49 
b. Likes and Dislikes p. 50 
c. Personal Strengths 
2. Have students join in a circle and discuss worksheets 
0 bjectives: 
1. Students will identify personal preferences 
Activities: 
1. Transition Planning lnventory Worksheets in class 
a. What's My Bag? P. 55 
b. This is How I see Myself p. 56-57 
2. Have students join in a circle and discuss worksheets 
Day 10 Making Decisions Objectives: 
Components of 1. Students will identify personal interests 
Transition 
Activities: 
1. Transition Planning lnventory Worksheets in class 
a. lnterest lnventory p. 52 
b. Who am I? P. 53 
c. My Interest Review p. 54 
2. Have students join in a circle and discuss worksheets 
Day 11 Making Decisions Objectives: 
Components of 1. Students will use verbal and nonverbal skills 
Transition 2. Students will create a letter identifying strengths, preferences, 
and interests 
Activities: 
1. Mingle Monday activity-have students pair up and ask their 
chosen questions and when finished hold class discussion 
on positives, negatives, and suggestions. 
2. Transition Planning Inventory Worksheet 
a. Things That Make You Special p. 48 
3. Write a letter identifying strengths, weaknesses, preferences 
and interests to share with others. 
Day 12 Making Decisions Objectives: 
Components of 1. Students will write a formal letter 
Transition 
Activities: 
1. Proofreading session for letters-students will proof another's 
paper and students will be given time to make corrections 
before printing a final copy for submission to the teacher and 
for his or her portfolio. 
Days 13-14 Making Decisions Objectives: 
Mock Interviews 1. Students will use verbal and nonverbal skills 
Activities: 
1. Students will participate in a mock interview involving their 
peers and the teacher. Each student will be asked at least three 
questions from the student interview form and the classroom 
is set up in a fashion that mimicks the pretest and posstest 
mock scenarios. At the conclusion of each mock interview, 
the interviewee is given feedback on his or her performance for 
both verbal and nonverbal skills. 
Day 15 Making Decisions Objectives: 
Posttest 1. Hold posttest mock scenario 
Activities 
1. Participate in posttest mock scenario 
Appendix D: Classroom Situations 
You are having trouble with a friend of yours. He or she keeps talking behind your 
back and making fun of you to others. What should you do? Who should you talk 
to? What would you say? 
You really like science, but you don't quite understand a problem that you are 
working on. The teacher always calls on you because you seem to always be 
prepared; however, today you are not. You are worried about feeling embarrassed 
in class. What should you do? Who should you talk to? What would you say? 
Last night when you got home, you were really sick and had a terrible headache. 
You slept after school, ate only a l i t t le supper, and then went to  bed. You 
completely forgot that you have a math test the following day. You get to  school 
and realize that you didn't study? What should you do? Who should you talk to? 
What would you say? 
You are really involved in sports in school and like to participate in after school 
activities. After school you went to  game club and then to  your basketball 
practice. You didn't bring any of your homework home and now the school is closed. 
What should you do? Who should you talk to? What would you say? 
I n  science class, you have a hard time hearing the teacher because he talks softly 
and you can't hear him very well because the student next to  you is always acting 
immaturely and is distracting. He makes sounds and pokes a pencil a t  you. You 
have asked him nicely to  be quiet and to  leave you alone, but he doesn't stop. You 
don't ever get to hear the entire lesson and are sometimes confused with the 
directions. What should you do? Who should you talk to? What would you say? 
Name Date: 
Student Interview Form 
(taken from the Transition Planning Inventory) 
DIRECTIONS: Interview the student and record responses. 
A. ATTITUDE TOWARD DISABILITY 
a. Tell me about your disability 
b. Are you in a special education program? Which one? Why? 
c. How do you feel about this program? I s  it helpful? 
B. INTERESTS I N  LEISURE ACTIVITIES 
a. What do you do in your spare time? Hobbies? Extracurriculars? 
b. What chores do you do at  home? 
c. Do you have friends? What do you and your friends do together? 
d. On a perfect Saturday, what would you do? 
C. FAMILY RELATIONSHIPS 
a. What do you like best about your family? 
b. Who usually helps you with schoolwork or other problems? 
c. I s  there anything that causes difficulties for you at home? 
D. FUNCTIONAL SKILLS 
a. If you had a job, how would you get to work? 
b. Who selects your clothes? 
c. Do you shop alone fo r  your personal things? 
d. Do you have an allowance or personal money from a job? 
e. I f  you were home alone at  dinner time, what would you eat and what 
would you do to  prepare this meal? 
f. If you had $1000, what would you buy? 
E. EDUCATIONAL INTERESTS 
a. What classes do you like to  take? 
b. Of  all the classes you have taken, which one was the best? Why? 
c. Do you want to  go to  school af ter  high school? What kind? Where? 
d. What do your parents want you to  do af ter  high school? 
